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ABSTRACT 
A MODEL TO PROMOTE A SEAMLESS TRANSITION FROM EARLY 
INTERVENTION TO THE PUBLIC 
PRESCHOOL: A LONGITUDINAL STUDY 
MAY 2003 
JANET S. ARNDT, B.A., GORDON COLLEGE 
ED M., BOSTON UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor J. Kevin Nugent 
This study examines the efficacy of an innovative transition model program, 
which was designed to promote a seamless transition process from Early Intervention to 
the Public Preschool from the perspective of the children, the parents and the 
professionals. It explores the expectations and experiences of the children, parents and 
professionals as they proceed through the transition. 
An El integrated class of nine toddlers, six with disabilities and three without 
disabilities between the ages of 24 and 28 months, participated in the program. An El 
family therapist facilitated a parent support group which met at the same time as the El 
transition class in the local public preschool. The school professionals observed the 
children and collaborated with the El professionals while the children participated in the 
transition class. School professionals met with El parents during the El parent-support 
group meeting and had the opportunity to interact with El parents and children before 
the transition meeting and their entrance into preschool. 
Data were collected from interviews, questionnaires, and videotaped 
% 
observations of the children’s classroom behavior. Parents were interviewed three times 
vt 
during the phases of the transition process- when children had home services only, 
when they participated in the transition class, and after they make the transition to 
preschool. Early Intervention professionals were given open-ended questionnaires 
before the transition took place. The El professionals who participated in the transition 
of the children from the toddler class were given a second questionnaire. The school 
professionals completed an open-ended questionnaire after the transition. Children were 
observed in the transition class and in the preschool class in order to determine the 
effects of transition on their behavior. Data were coded and analyzed. 
The results revealed that families achieve a seamless transition (FAST) when the 
following components are in place: (1) effective communication and collaboration 
among parents. Early Intervention and school professionals, (2) consistency of people 
and places, (3) coordination of programming, and (4) support, trust, and encouragement 
between families, El and school professionals. In sum, when agencies work together 
with parents and children, a seamless transition is more likely to occur for children, 
parents and professionals. 
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CHAPTER 1 
THE PROBLEM 
Introduction 
s 
The transition from Early Intervention to the Public Preschool is an extremely 
stressful experience for children, parents, and professionals (Rosenkoetter,Whaley, 
Hains, & Pierce, 2001; Hanson, Beckman, Horn, Marquart, Sandall, Greig, & Brennan, 
2000). However, there is no research that describes the experiences of children, parents 
and professionals during this transition and few studies which have examined the effects 
of this transition on the children, parents and professionals involved. As a result, 
neither educators, clinicians nor policy makers have evidence-based guidelines which 
enable them to implement a seamless transition process for children and their parents, as 
they move from Early Intervention programs to preschool programs, within the public 
school system (Guralnick, 1997). A seamless transition model can be described as the 
process whereby Early Intervention services overlap with those of the public preschool, 
so that there is no gap in services and support for children, parents, and professionals 
and the transition is experienced as growth-producing for both children, parents and the 
program professionals who are involved in this transition. 
This study is designed to explore the expectations and experiences of children, 
parents, and professionals as they proceed through an actual transition from Early 
Intervention to the public preschool. It will identify points of stress and confusion and 
recommend adjustments to the process based upon feedback from the participants. It 
will examine the efficacy of an innovative transition program, which was designed to 
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allow the overlap of services between Early Intervention and the public preschool. The 
final goal of this study is identify the elements needed for the implementation of a 
seamless transition process by all participants. These elements can then be incorporated 
into a model, which describes a seamless transition system, designed to reduce the 
problems commonly experienced in transition. 
A Description and Comparison of Early Intervention and Public Preschool 
Philosophies and Programs 
Early Intervention (El) is a service for children from birth through three years of 
age who have a diagnosed disability, developmental delay, or are at risk for a 
developmental delay. When children are enrolled in Early Intervention they may 
receive services from a developmental specialist who may also be trained as one of the 
following specialists: physical therapist, occupational therapist, social worker, 
registered nurse, speech-language pathologist, or educator. The developmental 
specialist's role in Early Intervention is transdisciplinary, thus the developmental 
specialist provides services to children in areas other than in their discipline because 
they have received instruction from team members who are trained in those disciplines. 
Once children reach their third birthday, they are no longer eligible to receive these 
services from Early Intervention. Children who are still eligible for specialized services 
after they reach age 3 will make the transition into a preschool program affiliated with 
the public school, which provides services to children ages three to five-years-old. 
Perhaps the two most notable differences between Early Intervention and the 
public preschool are the location in which services are offered and the way special 
% 
services are provided. El programs are called "family-centered" because the services 
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provided are based on the needs of the entire family and are provided primarily in the 
home. In addition, while attending Early Intervention, the family is included in the 
children's therapy. Since El services are provided in the home, the families have the 
opportunity to develop a relationship with their El team members. El providers give 
parents strategies to extend therapies and generalize skills to other settings. The home 
services also allow the El team to provide continual updates regarding the children's 
progress. The El program may also offer parents the opportunity to have their children 
go to the El center for additional services (34 C.F.R.§ 300-347). 
In contrast to El "home-based" and "family-centered" services, preschool 
programs are typically more "child-centered", which means they tend to focus more on 
children's needs in the school setting. In preschool, children receive necessary 
specialized services during the school day, either outside of the classroom in the therapy 
room which is referred to as a "pull-out" model, or they receive them within the 
classroom. Parents are not present when children obtain services in the preschool, so 
they are not aware of the content of therapy or their children's progress (Hadden & 
Fowler, 1997). A communication notebook, which describes skills covered in the 
therapy session and the children's progress, often is sent between home and school on a 
daily basis to inform parents of the children's progress. 
While receiving services in Early Intervention, the children have an 
Individualized Family Service Plan (IFSP) to guide their therapy. Once the children 
enter the public school system, all services will be provided according to an 
Individualized Education Program (IEP). There are important differences between the 
IFSP and the IEP. 
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The IFSP is the educational planning document that is written so services may 
be provided to children and families. The criteria of eligibility for an IFSP are: 
birthweight of less than 1200 grams, gestational age of less than thirty-two weeks, 
Neonatal Intensive Care admission for more than five days, total hospital stay that 
exceeds twenty-five days in six months, small for gestational age, failure to thrive, 
chronic feeding difficulties, insecure attachment, lead blood levels, suspected central 
nervous system abnormality, and multiple trauma, extreme losses or a diagnosed 
disorder or syndrome (Massachusetts Department of Public Health, 2001). Early 
Intervention professionals also has the flexibility to use clinical judgment in 
determining whether to offer services to children. 
The goals of the IFSP are based on the needs of the families and children. This 
plan is based on the assumption that each family is unique and has particular needs 
(Harry, 1992). The purpose of the IFSP is to support families as they seek to care for 
their children. The IFSP supports the principle that the best place to serve the children is 
within the family. An interdisciplinary team provides both family-centered and 
children-centered services. A service coordinator, who best meets the needs of the 
families and understands their culture, is appointed to direct the families and children’s 
programs. This person also coordinates and manages the services. The coordinator’s role 
is to engage family members in the assessment of children's functional skills and 
abilities. Families are also encouraged to develop a self-assessment of their particular 
family needs as part of the service plan. Enabling and empowering families to make 
decisions on behalf of their children and themselves is an important part of the service 
coordinator's responsibility (Barrera, 1994). Plans are reviewed every six months or 
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more frequently if parents wish, and are evaluated yearly. A description of the 
children's transition plan is an integral part of the EFSP. 
The IEP, on the other hand, is the educational planning document used in the 
public schools that is written to provide services to children. The plan is based on the 
children's ability to participate in age-appropriate activities. There are eleven types of 
disabilities for which services are provided under the IEP. These are Autism, 
Developmental Delay, Intellectual Impairment, Sensory Impairment, 
Hearing/Vision/Deaf-Blind, Neurological Impairment, Emotional Impairment, 
Communication Impairment, Physical Impairment, Health Impairment, and Specific 
Learning Disability (34 C F.R. § 300-347). 
Before the IEP is written, there are a series of questions participants are asked in 
order to determine eligibility. They are (1) Do the children have a disability? (2) Do the 
disabilities impede the children's ability to access the curriculum? If the children's 
disabilities impede their ability to access the curriculum, then the children are eligible 
for services in the public school. Children's eligibility is determined by a 
developmentally valid assessment. Some public schools use the results of El's 
discharge assessment when writing the IEP goals and benchmarks at the transition 
meeting while other schools do their own assessment. Members of the school team 
include all professionals who may be working with the children. 
Parents are asked to provide a vision statement about their children, which 
allows them to state long-range goals for them. Then parents and professionals together 
decide on measurable goals and benchmarks, which the team believes the children will 
be able to attain within a year. Once the goals are established, the team decides on 
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placement and service delivery. Early Intervention and the public preschool both 
support parental involvement in the planning of the children's education, the difference 
is the emphasis and degree of involvement. 
In 1997, service delivery options changed for Early Intervention. Early 
Intervention became mandated to provide services to children in natural environments. 
This meant services were to be provided in a setting where there were children without 
disabilities (34 C.F.R. § 303.18). This shift in El service delivery provides children with 
disabilities the opportunity to be serviced in the community within playgroups, 
childcare centers, and libraries. This change aligns with the public preschool which 
was designed to educate children in the least restrictive environment; thus most services 
for children are delivered within the preschool classroom. 
The scope of Early Intervention service is more broad-based than the public 
preschool service delivery model. Children who are diagnosed with developmental 
delays may be eligible to receive services. Children are determined to be at-risk if they 
have a minimum of four of the factors listed on the Early Intervention eligibility list 
published by the Massachusetts Department of Public Health, as stated above. The 
public preschool will only provide services to those who have been determined to have 
special needs through valid testing or a specific diagnosis. The differences in eligibility 
criteria concern El parents. It is difficult for parents to understand why children can be 
determined to have a need in Early Intervention, but are not eligible under the school's 
guidelines. The differences between Early Intervention and public preschool as well as 
the way those different services are implemented present barriers to the development of 
a seamless transition for children, parents, and professionals. 
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Context of Study 
In order to understand the problems of transition between Early Intervention and 
the public preschool, it is important to know the history of special education for these 
two groups. For most parents, educating children with special needs up through the 
1960s meant caring for their children at home or educating them in a place with 
children who had similar disabilities. The idea of equal treatment in education for all 
children was not accepted. 
Historical Perspective 
In the late 1960s, the demand for change erupted in the United States at the same 
time as African Americans were seeking educational equality. Parents with children 
who had disabilities participated in the equal rights movement, knowing that gaining 
rights for one minority group would also help them in their efforts to gain educational 
rights for their children (Safford, 1994). The Supreme Court case of Brown vs. the 
Board of Education of Topeka furthered the rights of all minorities as it gave them 
equal protection in the law. This legislation was the beginning of new opportunities for 
those with disabilities and provided an important impetus for change in education. 
In 1970, the federal government authorized education funds to include children 
with learning disabilities and reinforced the government's role in the education of 
children with disabilities. Despite the increased presence of children with disabilities in 
the schools, there were approximately two million children who were still underserved. 
In 1975, Congress passed and President Ford signed P.L.94-142, The Education of All 
Handicapped Children Act. This landmark legislation brought all previous legislation 
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in line with judicial decisions by creating a national policy regarding the education of 
children with special needs. This law stated that all children with special needs are 
entitled to a free and appropriate public education that emphasizes specialized education 
and all related services according to children's unique needs. In 1980, the law expanded 
its services to twenty-one year olds and included provisions for school districts to offer 
this same opportunity for children ages three to five years. However severe the 
disability, all children had the right to a free and appropriate education. The law also 
provided parents with new rights. Parents had the right to request an independent 
evaluation, the right to obtain records, and if needed, the right to a due process hearing. 
In addition, the law required students be placed in the least restrictive setting. These 
were all significant changes in rights for children with special needs and something for 
which parents had long crusaded. It seemed that with the passage of this law parents had 
attained their goal. However, mandating services did not mean that the services were 
implemented consistently. One serious omission in the law was the failure to address 
the need for transitional assistance from one setting to another. 
Provisions for Younger Children with Special Needs 
The passage of Public Law 99-457 (1986) mandated that children, ages three to 
five-year-olds with special needs, have access to the services children age five and older 
received in P.L.94-142. The law also provided incentives for infants and toddlers with 
disabilities to receive services under the Individualized Family Service Plan (IFSP) 
(Garwood & Sheehan, 1989). Children would receive services in their home or at a 
center. The intended focus of this service was on the entire family (Bailey, Buysse, 
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Edmondson & Smith, 1992). For the first time the law recognized the family as an 
important factor in the education of children with special needs. Public schools 
instituted programs to meet the needs of preschool age children. Still there were no 
procedures in the law to help them make the transition from one agency to the other. 
The only provision for transition was the requirement that a plan for transition be 
incorporated into the IFSP. 
Changes Brought about bv I.D.E. A, 
In 1990, PL101-476 replaced the historic PL 94-142. This new law known as 
Individuals with Disabilities Education Act (IDEA) made significant improvements on 
the previous laws. IDEA also provided funds to improve services for infants, toddlers, 
and preschoolers. It focused on providing linkages between medical and service 
agencies. It stated that programs should include provisions for parent education, 
assistive technology, and early identification of children with special needs. In addition, 
the label "handicapped" was dropped. Children with special needs were known as 
children first and the label identifying their disability second. 
I.D.E.A, Re-authorized 
In 1997, the time limit of IDEA had expired and needed to be renewed. This 
time a policy for transition was more effectively addressed in IDEA. A transition plan 
requirement in the IFSP was now outlined in the rules and regulations. The state would 
supply guidelines for transition while the details of transition were left up to parents and 
professionals. IDEA highlighted the importance of transition and mandated steps for 
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assisting families and children from infant/toddler intervention to preschool be 
incorporated into the Individualized Family Service Plan. In addition, the law required 
the needs and resources of families be considered when implementing a transition plan. 
Although this legislation made provisions for transition services, it did not deal with the 
diagnostic and emotional issues related to the transition. 
Rationale for Study 
Law vs. Reality 
Despite the requirements of the new policy, transition often remained a stressful 
and problematical event for children, parents, and professionals. It was thought that the 
steps required for transition planning stated in the Individualized Family Plan would 
help alleviate anxiety for most parents. However, if parents do not have a clear 
understanding of the staff and services in the next placement, they may still have 
concerns. Parents may be given information about the next placement, but they do not 
have the same level of security as they have with their current service professional. The 
differences of philosophy between the family-centered approach of Early Intervention 
and the child-centered approach of the public preschool present a source of anxiety to 
the parents. Service delivery and professionals are different in these settings. The law 
provides that the service coordinator help children and parents through this transition, 
but because Early Intervention works with a variety of school systems, service 
coordinators may not have the necessary knowledge about all the receiving preschools 
to provide adequate information. 
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Most Early Intervention agencies invite the receiving schools to participate in 
the children's discharge assessments. However, scheduling conflicts in the receiving 
school often make this impossible. In addition, the school faculty is usually invited to 
one of four parent meetings that are aimed at helping parents' transition. This meeting 
offers an opportunity to the district to explain the programming the school can offer and 
to meet the school liaison. The other three meetings cover topics about the Parent 
Advisory Council, an advocate group for parents of children with special needs located 
in each school district, special needs laws, and the transition process (Federation for 
Children with Special Needs & Massachusetts Department of Education, 2001) 
According to the law, parents are equal partners in the decision-making for their 
children's Individual Education Program (IEP). Although there are provisions for this 
partnership, developing a shared partnership is difficult (Henry, 1996). There is often 
not enough time and opportunity to develop a trusting relationship with shared decision¬ 
making. The law provides for the transition event, but it takes the willingness of people 
to make the transition process work successfully. 
Despite efforts in the area of transition planning in different settings across the 
country, transition between Early Intervention and the public preschool still continues to 
be a difficult task for children, parents, and professionals (Rosenkoetter et al. 2001). 
Numerous opinion articles have been published on how to make these transitions 
smooth. The focus of transition material provides steps to make the transition proceed 
smoothly for the children, the families, and the professionals (Bredekamp, 1991; 
McDonnell & Hardman, 1988). Despite the varying degrees of agency collaboration, 
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studies show many transitions are still fraught with anxiety on the part of all those 
involved (Hains, Rosenkoetter & Fowler, 1991). 
Challenges of the Transition 
Children, parents, and professionals are affected by change when they move 
from one program to another. However, each group of participants is affected by the 
transition in different ways. 
Young children generally need preparation for transition whether it is change of 
activity, change in routine, or change of teacher. Moving to a new setting outside of the 
home with a new service provider can produce stress for children. They must adapt to a 
new environment with different expectations. The amount of structure in the preschool 
program and the individualized attention may differ from the home program provided 
by Early Intervention. The social and learning environment of the preschool also 
presents the children with contrasting experiences. Children who had established 
relationships with a provider that they had known for months now have new providers 
who work with them in a strange place without their parents. All of these circumstances 
could provide challenges that may affect the smooth transition for children from one 
program to another. 
Parents of children with disabilities face uncertainties when their children make 
the transition to preschool. Some of these feelings are typical of all parents sending their 
children to school for the first time such as concerns about their children adjusting to 
the program and making friends. Parents of children with disabilities have other 
concerns regarding the providers of and amount of service delivery. They are no longer 
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intimately involved in therapies so they do not have first-hand knowledge of how to 
continue to extend the therapies. Parents are confronted with developing an IEP for their 
children, which does not consider families’ needs that were customary in the DFSP. 
Parents experience loss of a relationship and support from the El professionals who 
visited the family in the home. At the transition meeting the parents meet the preschool 
team comprised of professionals who will be providing services to their children. 
Parents do not find the opportunity for personal relationship building in the school that 
they had with the El professional in their home. All of these circumstances could 
provide challenges that may affect a smooth transition for parents. 
The El and school professionals represent different perspectives on the transition 
process. Their lack of understanding about each other often affects their view. The 
school district staff sometimes has difficulty understanding the role of the 
developmental specialist in Early Intervention, since there is no counterpart to that 
specialist in the public school setting (Buysse, Wesley & Able-Boone,2001). El 
professionals are considered "developmental specialists". Although they may be trained 
in a specific specialty such as occupational therapy, they cross specialties to treat the 
whole child so that, for example, developmental specialists may treat speech issues in 
addition to fine motor. In Early Intervention the practice of "role release" allows the 
developmental specialist to treat children in other areas not in their specialty. The 
transdisciplinary approach to service delivery is not generally used in the public school 
setting. When an El developmental specialist recommends services in an area outside of 
her area of expertise and training, the school may lack confidence in the 
recommendation and question the amount of service time requested. The school districts 
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generally use Early Intervention's assessments to determine level of services. However, 
sometimes the amount of service requested by Early Intervention is more than a school 
district would give based on the El's discharge assessment of the children. The 
discharge assessment provides professionals with a developmental skill age of the 
children based on performance in the following areas: receptive and expressive 
language, fine and gross motor, self-help and social skills, and cognitioa Often Early 
Intervention does not provide the same amount of service time they request from the 
school. Many school professionals have difficulty understanding why Early 
Intervention would request more services than the family is currently receiving. 
However, the family and the El provider may see the school's hesitancy to 
accommodate the recommendation for specific service time as arbitrary and unfair. 
Such instances understandably create strain and undermine confidence in the transition. 
Early Intervention professionals provide for the comprehensive needs of the 
children and families. The school professionals specialize in a specific area. 
Professionals of both agencies need to gain a better understanding of how each delivers 
service. The inclusion model is beginning to change the role of professionals in the 
schools. Professionals need to examine and clarify their roles as inclusion becomes the 
norm rather than the exception in order to provide effective service delivery for children 
(Lieber, 1997). Since professionals from both agencies make recommendations to 
families, they need to understand and respect each other's roles, methods and 
professionalism. 
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Early Intervention and Preschool Transition: Challenge to the System 
. Currently, El professionals help parents send transition letters to the public 
school ninety days before the children's third birthday to request a transition meeting 
(Brady, 2001). The meeting is held within thirty days of receipt of the letter by the 
school district. Although notification of the children's need to transition is important for 
planning, this timing makes planning difficult when the school district uses El's 
discharge assessment to plan a program for the children. Many times the discharge 
assessment is not ready because Early Intervention attempts to do the assessment close 
to the children's third birthday in order to devise a more accurate and meaningful plan. 
The difficulty arises when the meeting must be held and there is no recent test data. In 
these cases the school district has the responsibility for the evaluation, which is not in 
the best interests of the child. It also does not reflect the spirit of the law, which requires 
agencies to share assessment data to minimize retesting. The latest El discharge 
assessment completed by professionals who know the children would be a more 
accurate assessment of the child. 
After the transition meeting, the parents and children visit the school and within 
weeks the children begin in the new program. Transition is seen as more than the 
physical movement of the children from one program to the other. Noonan and Kilgo 
(1987) recommend that transition occur over a longer period of time. They point out 
that preparing for transition must begin early to insure the implementation of policies, 
procedures, and activities that will provide a seamless transition for the children, 
families, and professionals as they move from one program to the other program. It is 
important to identify a system of procedures for children, parents, and professionals that 
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will remove barriers and enhance the possibility of a seamless transition from early 
intervention into the public preschool. 
Personal Interest 
For fourteen years I have been employed as an Early Childhood Specialist in the 
Georgetown Public Schools. During my tenure, I have been the liaison to the area Early 
Intervention program. I vividly remember a late September meeting during my first year 
with all of the public school liaisons and Early Intervention staff. The goal of the 
meeting was to develop smooth transition protocols from Early Intervention to the 
public schools. That was in 1987! It is now a new century and this still remains an 
unresolved issue. Why are there still problems? Why have we spent so many years 
discussing the topic? Despite attempts to solve the problems, nothing has emerged as a 
solution. While experts from around the country are continuing to work on transition, 
there is still little reliable information to serve as a guide for practitioners to ensure this 
transition is seamless for children, parents, and professionals (Rosenkoetter, Whaley, 
Hains, & Pierce,2001; Wolery, 1989; Winton,1990; Rous, Hemmeter, & 
Schuster, 1994). 
It was the fall of 1987 when our first integrated preschool class opened with 
fifteen students- seven students with special needs and eight students without special 
needs. Our tiny room, which just barely passed inspection, was outfitted with $38,000 
worth of tables, chairs, equipment, manipulatives, as well supplies, including paint, 
brushes, and paper. An Early Childhood Allocation grant from the federal government 
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provided impetus for the preschool's existence. The school committee approved the 
program on condition that the preschool would not cost the school system any money. 
This public preschool was the first preschool in the area, which integrated 
children with and without special needs in the public school. Services for the children 
with special needs were integrated into the daily schedule of the class. Therapists would 
model the goals of the children's plans and then the classroom teacher and assistant 
would carry over the children's goals in the daily activities. The Early Learning Services 
of the Massachusetts Department of Education used this classroom as a model for 
inclusion, sending school district personnel who were planning to open their own 
programs to observe it. It seemed certain that everyone who made the transition from 
Early Intervention to the preschool class would want to come to this program. No one 
anticipated any trouble with the transitions of "the town families" because the program 
followed the state guidelines, was evaluated and approved by the state's Early Learning 
Services liaison. It was a naive assumption. 
Each new family came with their El provider to the transition meeting with 
requests for services that asked for more therapies than were noted on the Early 
Intervention discharge assessment. The public school representatives questioned the 
reason for these requests. It was difficult for the school professionals to understand 
why the El professional would request twice the amount of speech services the children 
were receiving from Early Intervention. It was equally difficult for them to respond to 
request for two services, such as physical therapy and occupational therapy, when El 
was giving only one of those therapies and the results of the discharge assessment did 
not indicate there was a need. When questioned about these requests, the El provider 
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typically replied that the children "would probably need it". The school therapists could 
not understand this way of thinking. The therapists wanted to give the children the 
services they needed, but they did not have the time in their schedules to give extra 
time, if they were not necessary. The therapists also relied on the classroom teacher and 
teacher assistant to extend the therapies in the classroom during the day which in 
essence gave additional "therapy" time. To add more therapy because the children 
"would probably need it", did not seem reasonable to the public school therapists. 
Over time, the reason for the El providers' requests became clear. The providers 
felt that if they asked for more services than the children needed, then the children 
would probably get what they actually needed. Basic trust seemed to be the problem. El 
providers did not believe school professionals would allot enough time for services that 
El professionals felt the children must have for continued progress. Many of the school 
districts in the area were experiencing the same requests, which they considered too 
demanding. Eventually the Massachusetts Department of Education Early Learning 
services called a meeting to discuss this aspect of the transition process, as the problem 
was occurring statewide. 
It was difficult to change attitudes of the Early Intervention professionals toward 
the school district. There were no provisions in the system to facilitate dialogue between 
the two agencies. The public school had different eligibility requirements, which often 
frustrated Early Intervention providers. The public school professionals had difficulty 
understanding what they felt were unreasonable requests. Although the administrative 
staff of Early Intervention and the public school administrator had known each other for 
many years, the providers did not. The staffs of each agency had difficulty developing 
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relationships as transitions only occur once a year with one family at a time. Often the 
service provider was different for each family. The professionals in both agencies had 
no relationship upon which to build trust. 
It became apparent to the administrators of both agencies that if transition were 
to become a successful, smooth process, more dialogue would be needed between the 
professionals who actually worked with the transition. While the professional staff for 
both agencies genuinely wanted to support a seamless transition, they did not 
understand that a seamless transition would be an intentional process. For smoother 
transitions, relationships must be developed between the professionals of Early 
Intervention and the public preschool so that there will be fewer concerns about 
services, and children and parents will feel supported. Collaboration among the 
professionals of both agencies needs to occur throughout the entire period of transition. 
When Early Intervention and public preschool professionals have established 
relationships, they will be able to facilitate and support the children and parents in the 
transition. A seamless transition should be a "handing over" of children and parents 
from a sending agency that has ongoing collaboration and whose services overlap with 
the receiving agency. The present transition policy can be characterized, as a "drop-off" 
system. One agency's responsibilities end with the families on the children's third 
birthday and the other agency's responsibilities begin. This method of transition does 
not provide support for children, parents, and professionals. We, therefore, decided to 
develop a transition program specifically designed to promote a seamless transition for 
children, parents and professionals. 
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CHAPTER 2 
LITERATURE REVIEW 
Introduction 
Past studies have addressed certain components of this transition process, but 
there is little research which provides a comprehensive description of the continuum of 
transition from beginning to end, from the point-of-view of the major participants - 
children, parents and professionals. Many educators have expressed opinions and made 
observations regarding the needs of these participants during transition, but there is a 
lack of data-driven research to support or negate these hypotheses and qualitative 
comments. A majority of the studies of the transition process from Early Intervention 
through preschool provide a snapshot of a particular part of the transition process. This 
literature review attempts to organize past research on various components of transition 
and to demonstrate the need for further research on the comprehensive transition 
process. 
Transition Challenges for Children 
Transitions tend to produce anxiety in children. Generally, young children need 
preparation for change of activity, change in routine, or change of teacher, and young 
children with disabilities are even more likely to require careful preparation for change. 
This study found that young children do not readily transfer skills from one setting to 
another or from one teacher to another (Brown, Pumpian, Baumgart, VanDeventer, 
Ford, Nisbet, Schroeder & Gruenewald, 1981). Another study suggests that this lack of 
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ability to generalize from setting to setting or a lack of understanding of behavioral 
expectations in a new setting may result in difficult or noncompliant behavior on the 
part of children. Some children may even exhibit difficulty or noncompliant behavior 
when in a new environment. This may be due to lack of understanding about the 
expectations for behavior in the new program or it may be the inability to generalize 
behaviors from one setting to another (Conn-Powers, Ross-Allen, & Holbum, 1990). 
Studies suggest that this inability to make such generalizations may be part of the 
reason that transitions have been difficult for children between Early Intervention and 
the public preschool. 
The emotional bond that children have with their service provider is typically 
strong. Children who receive services in their home often feel more secure at home than 
in another setting (Hanline, 1988). Moving to a new setting outside the home with a 
new provider is understandably difficult and stressful for children. 
Early Intervention's philosophy incorporates Bronfenbrenner's (1979) ecological 
systems framework, which states that to understand children's development one needs to 
examine the children's total environment. Bronfenbrenner noted that customs and 
practices in the children's environment affect children's development. The 
Individualized Family Service Plan is written for the children (microsystem) and the 
families (mesosystem) realizing the important affect each one has on the other. 
However, the public preschool's plan is focused rather narrowly on the educational 
needs of children without significant consideration of the ecological needs. 
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Transition Challenges for Parents 
Transitions into the public preschool are often difficult for parents as well as for 
children (Bray, Coleman, Bracken, 1981; Wilder, 1981). Parents face many 
uncertainties as their children move from a home-based program to a public school 
setting. This transition means moving from a one-on-one setting to a classroom with an 
average of fifteen children with or without special needs. Parents may wonder if their 
children will get enough individualized attention in this new setting. It is 
understandably difficult for parents to believe that their children will be receiving 
services in a class, which is as good as individual therapy. Additionally, they wonder if 
their children will be safe in a classroom with typical children (Chen, Hanline, & 
Friedman, 1989). 
One study identified two specific areas of parental concern when children 
moved to integrated settings. First, parents were often unsure how to determine if the 
services were appropriate for their children. Second, parents lacked confidence in the 
adequacy of the school staff and services to meet their children's needs (Peck,Hayden, 
Wandschneider, Peterson, & Richarz, 1989). 
Parents of at-risk children often have concerns because the eligibility criteria for 
services are broader in Early Intervention than in the public schools. Some at-risk 
children that transition into the preschool may not qualify for the services they were 
receiving in Early Intervention. In the public school, at-risk children can not be serviced 
under the provisions of the special needs law. Sometimes El professionals as well as 
families have difficulty understanding this difference in policy. 
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A sociometric study by Blacher and Turnbull (1983) suggested that parents of 
children with special needs did not feel that they could relate to parents of children 
without special needs, feeling that they had very little in common with other parents. 
The study showed parents of children with special needs in an integrated setting 
interacted more with other parents of children with disabilities than with parents of 
children without special needs. 
The element of transferring trust from a service provider who has been with the 
family since birth or at the beginning of services to a new service provider, is also 
worrisome for parents. It is interesting to note that many parents may ask advice from 
an El provider sometimes a year or two after they have been in the public school 
(Braunmiller, personal conversation, 1/12/02). Parents respect the first person that has 
helped their children and they have difficulty transferring that level of trust to a new 
person. 
Transition Challenges for Professionals 
Like parents and children, professionals, too, sometimes find transitions 
difficult. Odom & McEvoy (1990) found that one reason for this was the different 
forms of service delivery in Early Intervention and the public preschool. El 
professionals form a strong attachment to families. Because they provide service to the 
children in their home, they are often viewed as friends as well as professionals. El 
providers are also sometimes concerned that the children may lose some of the gains 
they made at home when they transition to the less personalized setting of the 
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preschool. The El providers are also concerned that the children may have difficulties in 
the new setting (Fowler, 1982; Hanline, 1988). 
During the transition, the El provider supports the family in communicating with 
the school. Sometimes El providers lack understanding of how services are delivered in 
the preschool setting or what services are available (Beckoff & Bender, 1989). El 
providers are often unfamiliar with the inclusion model, which is not generally 
practiced in most El settings. Like some parents, some El providers believe that if 
children receive therapy in the large classroom rather than individually, the therapy will 
be insufficient. In addition to the lack of knowledge of inclusion philosophy and 
differences in service delivery models, the lack of communication between the two 
agencies can make the transition difficult. Often there is no established relationship 
between the professionals because the El provider may not have met with the school 
district personnel before the transition meeting (Hains et al, 1988). As with the children 
and parents, transition for professionals is handled more like an event rather than a 
process, which takes time to plan, initiate, develop, and conclude. 
Review of Transition Programs 
Conn-Powers et al. (1990) of the University of Vermont explored what 
children with special needs must know when transferring from one setting to another 
and what families must know in order to help them adjust to their children's new setting. 
Conn-Powers and his team developed a project called The Elementary Education 
Mainstream (TEEM). This project helped school districts develop a system-wide 
procedure for planning transitions for professionals and parents of children with special 
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needs. Project TEEM provided the policy, procedures and best transition practices to 
help each district devise its plan. The steps to be implemented at each of several sites 
were: (1) to establish a planning team for the school; (2) to develop goals and identify 
problems; (3) to develop written transition plans; (4) to encourage system-wide support 
for the plan; and (5) to evaluate the transition process. 
The case study was based on five school districts in Vermont who agreed to 
participate in Project TEEM. Each school district formed their planning teams, 
including parents and professionals, who identified the problems and constructed goals 
for developing a plan to transition children with special needs into their school system. 
The goals of transition, which each district developed, were written down so that 
everyone involved in the transition would be aware of the policy. All school personnel 
were trained in the procedures developed at their site. Transition plans were 
implemented as written in each district. 
To determine if each plan were successful, the researchers evaluated parents' and 
professionals' satisfaction as well as the outcomes of the children's placements. Parents 
and professionals were given a 5-point Likert scale survey to rate their school district's 
plan. The parents' survey dealt with questions about their involvement in the transition 
planning and their satisfaction with the transition procedures as well as their children's 
placements. The professionals' survey asked them to rate their satisfaction with the 
transition policies, their involvement, the children's placement, and their choice of 
which transition practices provided the most help in their district. On the 5-point scale, 
both parents (x = 4.3, SD =. 94) and professionals (x = 4.0, SD =. 44) rated the 
transition procedures as highly effective. Both parents (x =4.7, SD =. 55) and 
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professionals (x=4.4, SD=. 60) were also very satisfied with the children's placements. 
Professionals determined that all of the practices which the school district developed 
were needed to insure successful transition. Professionals also noted that barriers to 
successful transition had been removed. When each district developed transition plans 
according to its need, there was satisfaction with transition. Beginning the transition 
process early and working collaboratively helped to alleviate many potential problems. 
The study did not address individual family experiences around the transition. 
The study claimed that parental satisfaction with the children's placement determined 
the success of the transition; however, the transition process itself was not evaluated. 
When the site plan was followed, all families were treated equally even though each 
family had unique needs that required an individually tailored approach. TEEM 
recommended that the planning team continue with the children and families after the 
transition; however, there were insufficient planning time and resources for this to 
occur. The TEEM study showed that planning, preparing and including parents in the 
preparation of the transition process is important for satisfaction and successful change. 
The school districts that used the TEEM model were able to identify the 
concerns of the parents and professionals when they formed their transition team. The 
model provided guidelines to the district schools so that each district could tailor plans 
according its own needs. The TEEM model was deemed effective based on the findings 
of parental and professional satisfaction. Although the TEEM approach was successful 
in establishing criteria for a transition plan, there were some shortcomings. Primarily, 
there were no provisions in this project for an overlap of services for parents and 
children whereby the sending and receiving agencies could work together to support the 
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children and families throughout the transition process. Support by the sending agency 
ended at the transition meeting. Although the purpose of the Conn-Power study was to 
examine the effectiveness of the comprehensive transition program, it neglected to 
detail the sending agency's role in the plan. This relationship and its influence on the 
families need further study. 
In another study, Rous, Hemmeter, and Schuster (1999) tried to determine if 
longitudinal training and technical assistance around transition with both sending and 
receiving agency professionals would help professionals to implement the policies and 
procedures already developed between those agencies. Seven sites with established 
planning councils including representatives from Head Start, the public preschool and 
Early Intervention, participated in a one-year study. To answer the question of whether 
long term, joint training based on the STEPS model would help professionals 
implement policies and procedures already in place, the researchers first examined 
concerns of transition identified by community teams. The areas addressed were: (1) 
administrative policies affecting the transition for young children and families; (2) 
specific roles and responsibilities related to transition; (3) formal guidelines for 
communication between the agencies; (4) staff training relating to transition; (5) 
transition training given to families; and (6) policies dealing with preparing children for 
transition (p. 40). 
A two-day initial training was held for teams that focused on the STEPS model. 
The model has four major components: (1) establishment of an administrative structure; 
(2) development of a plan for staff involvement and training; (3) development of 
various mechanisms for family involvement; and (4) development of a follow-up plan 
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for addressing ways to prepare children for transitions. During this training each team 
completed a pretest consisting of forty-five questions that dealt with effective transition 
policies according to the developers of the STEP model. The areas covered on the 
pretest included questions about administration, staff involvement, family involvement, 
child preparation and interagency committees. 
Three months after the initial training, the STEPS Project Director visited each 
site to provide additional training. This training further clarified the STEPS model and 
allowed each team to share their formalized plan of transition activities with the 
Director and direct service providers. Technical assistance on roles and responsibilities 
was provided. During the following nine months each site received technical assistance 
via letters, memos, and telephone contacts. On-site technical assistance was available 
and provided as needed. 
The teams were reassembled to complete the posttest one year after the initial 
training. The pretest questions were repeated for the posttest with the wording modified 
accordingly. The teams were also asked if the STEPS model helped to make changes in 
their community policy and procedures and whether other factors may have facilitated 
change. Focus group interviews were held to cross check the test results. Successful 
activities across the test sites were targeted for implementation. Comparison of the 
teams' pretest and posttest data showed 86% (range of 74 to 100%) of the activities 
planned for replication was actually completed. 
To determine the impact of the STEPS model, transition activities were 
evaluated by calculating change scores across the sites in the following areas: the 
development of administrative polices and procedures; the establishment of specific 
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roles and responsibilities; the extent of staffs satisfaction with training information; the 
families training and information; the improvement in communication between 
administrators and staff; and the extent to which children were prepared for next setting. 
Change scores were calculated as follows: (a) if the pretest response was yes and the 
posttest was no; the change score was -1; (b) if no change occurred between pre and 
posttest, the change score was 0; (c) if a no response on the pretest was replaced with a 
yes on the posttest, the change score was 1 (p.43). The overall site mean change was 
.58 (range = .44 to .83). This score indicated there were positive changes in the overall 
original concerns identified by the teams. The child preparation transition activities had 
the most positive change (mean =. 77, range = .57 to 1.0). The least amount of change 
occurred in the area of training and information given to families (mean = .30, range =. 
0 to .57). The formalized transition polices and procedures developed by the teams 
during the year were compared with the survey findings. The findings from the surveys ’ 
support the work of transition policies and procedures that were developed. 
STEPS was one of the first studies that investigated systems change as it relates 
to early childhood transition. This study added to the literature by showing a link 
between training and technical assistance when developing formalized policies and 
procedures for transitions. It also showed that when participants desire to make a 
change, training and technical assistance aid in that process. Although the STEP model 
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addressed professionals from both agencies and their training needs, it appears to be a 
"drop off' model; that is, there was no provision for the overlapping of services by the 
agencies during the transition process. Although the idea of a system change is 
praiseworthy, the STEPS model does not support the child or the family through the 
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entire process. It provides for interagency collaboration but provides no overlapping 
support during the movement between the agencies. 
Review of Collaboration in Transition 
Dinnebell, Hale, and Rule (1999) conducted a study of parents and 
professionals to determine the types of program variables that either supported or did 
not support collaborative relationships thought to be important in transition. The 
researchers posited two questions. The first question sought to discover elements in the 
program which helped in the collaboration between professionals and parents. The 
second question sought to discover which factors interfered with this collaboration. 
Sixty-five out of one hundred early intervention programs contacted by the 
researchers, agreed to participate. Each administrator, using a table of random numbers, 
distributed the questionnaires to parents and service coordinators. The survey had four 
open-ended questions and seventy-eight close-ended statements. Two open-ended 
questions requested information about elements that would enhance or hinder 
collaboration between parents and service coordinators and the other two questions 
asked about the participants' knowledge of collaboration. There were seventy-eight 
close-ended statements, which reflected variables that were associated with 
collaborative relationships. Thirty-five percent of the parents (n=174) and sixty-five 
percent of the professionals (n=T35) returned the survey. There were five response 
categories: service delivery, teaming approaches, community context, program 
philosophy and climate, and administrative policies and practices that enhanced or 
hindered collaboration. 
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It was found that sixty-five percent of the parents and forty-four percent of the 
professionals rated service delivery as the variable that most enhanced collaboration. 
The study noted that the flexibility inherent in the Early Intervention service delivery 
model provided opportunities for parents and professionals to work together. Twenty- 
three percent of the parents attributed personal characteristics of the service 
coordinators as positively influencing collaboration. Twenty-two percent of El 
professionals ranked relationships with other team members as second in importance to 
collaboration. When parents and service coordinators planned educational programs for 
the children together, they had positive collaboration. Eighteen percent of the El 
professionals reported that administrative polices and practices hindered collaboration 
as compared to two percent of parents. Fifty-eight percent of service coordinators and 
forty percent of parents reported that collaboration was hindered when the policies of 
larger community agencies interfered with Early Intervention's programs. This category 
included funding that affected turnover in Early Intervention staff. Findings of this 
study suggest policies and practices need to be person-centered to insure collaboration 
for positive change. 
There was only a thirty-five percent survey return by parents; thus responses 
may not be representative of the total parent population. The Early Intervention 
programs which chose to participate may reflect a possible self-selection bias. The lack 
of parental background information as well as the severity of their children's disabilities 
that may affect the responses is not considered in this study. 
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Reviewing Satisfaction with Transitions 
Hamblin-Wilson and Thurman (1990) conducted a study in Philadelphia to 
determine parents' satisfaction with transition, the importance of the service 
relationships, support and explanation they received, as well as their preparation for 
transition. In this study, the sample was comprised of parents whose children attended 
Early Intervention programs and then made the transition to Kindergarten classes which 
serviced children with disabilities located throughout the city. A mail survey was sent 
to 379 parents who children had completed the transition to the public school during a 
five-year period. Follow-up letters were sent the next month to those who had not 
responded to the initial letter. The questionnaire contained five parts. Part one asked 
descriptive questions about children and services. Part two asked parents to rate 
transition activities. Part three asked parents about their preparation and involvement in 
transition. Part four asked about satisfaction and their influence on the process. 
A 5-point Likert scale was used to obtain responses in sections two through four. 
Part five requested demographic information about the family. Responses were 
received from 91 families. Fifty-one percent of the respondents were African- 
American; 33 percent were Caucasians-Americans; 3 percent were Hispanic- 
Americans; and 2 percent were Asian-Americans. Twenty-six families had incomes 
less than $10,000 and 17 families had income of more than $30,000. The range for the 
remainder of the families was between $10,000 to $30,000. In education, 26 parents 
had not completed high school; 28 graduated from high school; 25 had attended college; 
and 12 had graduated from college. 
32 
The results showed that 60.4% of the parents felt they received more support 
from the Early Intervention professionals while 2.2% of the parents reported more 
support from the public school staff. Thirty percent of the parents felt equally 
supported by both groups. Fifty-four percent indicated they were involved in planning 
their children's program, 37% confirmed their participation in selecting the classroom, 
and 68% visited a classroom. Parents identified program planning, selecting, and 
visiting the school as the three major transition activities that were most beneficial to 
their children. Most parents reported they felt involved in the transition process. 
Collection of the demographic information allowed the researchers to determine 
which personal factors may have affected parents' opinions. There were no significant 
findings based on race, income or marital status. The only significant finding of 
personal factors was education level, p< .05. Parents who were more educated 
themselves were most satisfied with the transition. The researchers explained this 
finding by the fact that more educated parents were less likely to need help with the 
process or may have been more likely to return the questionnaire due to the value they 
place on educational activities. The researchers felt that the percentage of responding 
parents who claimed more support from Early Intervention professionals than from 
public school professionals may suggest that school professionals did not show that they 
value the parents' input and participation in the transition process. This program 
attempted to include parents in the planning of the transition, but it did not provide for 
relationship building activities as evidenced by the parents' opinions on school 
professionals' lack of support. The perceived imbalance of support is interpreted to 
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mean that relationships have not been established which would facilitate a seamless 
transition process. 
Review of Inclusion as Service Delivery Model 
As we have seen in the findings of several studies a major concern of parents is 
the change in service delivery model from individualized services to inclusion practices 
of preschool. Few studies have explored both the parents' and professionals' beliefs 
about inclusion despite the documented role of its influence on practice and system 
change (Marchart, 1995). In a study by Stolber, Gettinger, and Goetz (1998), parents 
and early childhood professionals were asked their opinions about inclusion using a 
scale developed by the researchers. The scale called, Mv Thinking About Inclusion 
(MTAI), measured the attitudes and opinions of parents and professionals on inclusion. 
Within the MTAI, there were three subscales: 12 items on core perspectives, which 
dealt with basic beliefs about including children with disabilities in a setting with 
typically developing children; 11 items on expected outcomes; and 5 items on 
classroom practices. The scale formed the basis of a survey, which was given to parents 
and early childhood professionals. Participants were recruited from 30 inclusive 
classrooms in Wisconsin. A total of 415 parents and 128 Early Childhood practitioners 
participated in the study. Of the 415 parents who completed the survey, 150 were 
parents of children with special needs, 260 were parents of typically developing 
students and 5 did not fill out that information. The children who had special needs had 
a variety of disabilities ranging from mild to severe. Demographic information was 
collected on all participants. There was a 92% return rate for practitioners and an 85% 
return rate for parents. The focal point of this study was the exploration of parents' and 
practitioners' beliefs on how inclusion should be implemented. 
Analyses were conducted using summary scores for each subscale and the Total 
Scale. An analysis of variance showed significant associations between parents' social- 
economic status and their beliefs on all three subscales for Core Perspectives, 
Outcomes, and Classroom Practices and the Total Scale (F=7.59, p< .001). Parents with 
higher educational levels had more positive beliefs on the scale of Core Perspectives. 
Parents of children with special needs were significantly more positive about inclusion 
than parents of typically developing children on the Total Scale t (404) = 2.97, p< .01. 
For practitioners, the analysis of variance showed a significant association 
between classroom role and inclusion beliefs on all three subscales with the Total Scale 
(F =2.93, p<05). The analysis of the professionals' beliefs supported the idea that 
education and experience affect the way individuals think about inclusion (F = 3.82, p< 
.01). Professionals with higher education were more positive toward inclusion; a 
finding that might suggest another avenue of research examining what educational 
experiences led to this positive attitude. Professionals favored inclusion more than 
parents. The educational culture may be more supportive of inclusion in general, thus 
explaining the professionals' results. Although this study showed factors that contribute 
to beliefs on inclusion, the study did not address which issues need to be confronted in 
order to make inclusion a viable alternative for everyone. 
Another study addressed the issue of parents' perspectives of inclusion during 
the transition. Hanline and Halvorsen (1989) conducted a study of 13 families of 
children with disabilities, ages 4-22, in the San Francisco Bay Area who at some point 
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in their education had moved from a segregated setting to an integrated, age-appropriate 
public school. Eleven of the children had severe disabilities. Parents were interviewed 
to determine their perspectives about the educational setting, the support services, and 
their effect on families and children when the children made the transition to inclusion 
settings. The parents were chosen to participate because the researchers were aware of 
their active involvement in their children’s educational planning. 
During the interviews parents reported the reasons for moving their children to 
integrated settings. Two children reached age of transition so they moved from Early 
Intervention's separate class to integrated preschools. Five children were involved in 
school district-wide transitions and seven parents were advocates for their children to be 
included in regular education classes. Parents identified family members and other 
parents as primary sources of support. All of the parents reported that there was one 
educator in their children's school who gave them information and who supported their 
efforts to include their children. Parents who were advocates for changing their 
children's placement generally found advocacy groups who would support them and 
encourage their commitment to inclusion. 
All of the parents reported involvement in transition activities and in the writing 
of their children's IEP. Parents of children who made the transition because of age or 
school policy were the most satisfied with their children's integration. Parents who had 
to advocate for their children's inclusion were the least satisfied because they had to 
insist on change, which caused friction with school professionals. They reported being 
perceived by school professionals as a "pain or troublemaker" and having "to fight for 
what they wanted". 
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The results of the study suggest that parents were committed to the benefits of 
inclusion and saw no major disadvantages although they had concerns. Safety of their 
children, acceptance by typically developing peers, attitudes of the regular education 
staff and program quality were identified as concerns. Parents questioned whether the 
program could provide the quality of services their children needed and were concerned 
about the commitment of the school district toward inclusion especially if their children 
were not successful. The interviews also indicated that parents resented school 
professionals' lack of advocacy for their children's inclusion. 
The researcher chose the families in the study based on the knowledge of the 
parents' participation in their children's educational plans. Although this bias may have 
affected the overall results, it was interesting to note that even though these parents 
wanted inclusion for their children, they still had concerns. Other parents who may 
have different perspectives were not represented. 
A Hanson, Beckman, Horn, Marquart, Sandall, Greig, and Brennan (2000) study 
addressed the lack of research documenting families' experiences during the transition 
between Early Intervention and public preschool. Their qualitative study on transition 
sought to document parents' experiences and participation during the process. They 
also examined options for services, the decision-making process for choosing those 
services, and the rationale both parents and professionals utilized in opting for or 
against inclusion. 
Four national research sites were chosen to participate in this study. Of the 
twenty-two families identified, five to six families represented each area of the country: 
the northeast, southwest, northwest and West Coast of the United States. All of the 
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families had children turning three-years of age who were getting ready to transition 
into the public preschool. Those families had to live in communities where options for 
inclusion or substantially separate preschool programs were available in order to 
participate. The researchers interviewed the parents, thirty-three service providers and 
thirty-one school system professionals. The researchers also attended the transition 
meeting of each family. The interviews and observations were coded for themes. 
The findings revealed all participants viewed transition as a stressful event, 
laden with emotion. Parents were anxious about the transition meeting. They felt that 
although they were included in the meeting, the professionals dominated the decision 
making for their children. The findings also showed that parents wanted choices for 
their children, but the choices were limited and parents did not have enough information 
to make decisions regarding the options that were available. Parents stated that the shift 
to a new service delivery model, new rules, and new personnel made them anxious. 
The study also suggested that parents were more concerned about the delivery of 
their children's special education services than the educational program, although they 
wanted a high quality program. The study found that professionals often did not 
include an open discussion about inclusion at the meetings, but instead steered families 
to the educational setting that they deemed appropriate for the children. Although the 
sample size is small, it is valuable to note the similarities of the parents' experiences in 
the transition process. 
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Reviewing Transition Planning for Children 
Kilgo, Richard, and Noonan (1989) explored the question of when to best begin 
transition planning for children turning three-years-old. Their sample was recruited 
from participants in the Preschool Preparation and Transition (PPT) model, which was 
an education and advocacy program that helped families make the transition from Early 
Intervention to the preschool. Three components of PPT were parent education, staff 
development to instruct professionals how to support families, and interfacing with 
agency representatives and policy makers. The study sample included 77 mothers and 
31 fathers involved in the (PPT) model to determine when parents felt the transition 
process should begin. Parents were given the Parents Needs Assessment (PNA) which 
was a survey designed to assess six areas in parents' lives: (1) future planning; (2) need 
for assistance; (3) need for information; (4) need for support; (5) transition issues; and 
(6) parental awareness and knowledge. The study identified four areas of concern 
regarding transition. They were: concern about changing placement, concern about 
making the placement decision, concern about the appropriateness of special education 
services in the next setting, and concern about developing a good relationship with the 
next teacher. 
Data collected were analyzed using chi-squares to find patterns of times when 
parents were ready to begin planning for preschool. A pattern emerged among the 
mothers' response. Mothers believed the age to begin the transition discussion should 
be between 24 and 29 months. (The fathers' responses showed no pattern about when to 
begin transition discussion). Further analysis was done to determine if the severity of 
the disability determined parents' readiness to discuss transition. The rating system 
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used by two professionals to rate the children's disability was 1-at risk, normal; 2-mild; 
or 3- severe. Reliability agreement between the observers was established at 95%. 
Significant patterns emerged between degree of disability and parents' need for 
information about the next educational setting. Mothers and fathers of children who 
were rated at-risk or mildly disabled responded positively to questions about readiness 
to discuss the next educational setting more often than mothers and fathers of children 
with severe disabilities. The Preschool Preparation and Transition (PPT) model adopted 
the age timeline identified in this study and began parent education early in the 
intervention process (Kilgo, Richard & Noonan, 1989). The study identified a timeline 
for transition, which helped providers realize that parents were anxious about transition 
earlier than generally assumed. This information is important to transition teams 
attempting to develop a model that will provide support over time. Although the study 
provided for much needed change in the timeline and education for transition, it did not 
provide a seamless model between the sending and receiving agencies. 
Project BLEND (Beginning Learning Experience in Developmentally Inclusive 
Child Care and at Home) created a model for transition (Brown, Horn, Heiser, & Odom, 
1996). Brown et al. conducted a study with 35 children with a range of developmental 
disabilities over a three-year period. Project BLEND was an Early Intervention 
alternative program. There were three components to the project that differentiated it 
from other programs. The El professionals who worked in the classrooms became 
"visiting teachers"(p. 365). They visited the children in their childcare centers and 
collaborated with the childcare workers regarding methods to implement the needed 
therapies in the everyday activities of the children. They also went to the homes and 
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worked with the parents by educating them on how to continue therapies within the 
daily activities of children at home. The BLEND professionals also worked as service 
coordinators. In this role they developed and amended the IFSP to accommodate the 
needs of the children and families, educated families about other resources, and 
provided information about transition. There was a collaborative partnership among the 
families, the childcare worker, and the BLEND professional. This partnership provided 
mutual support. The BLEND professional helped the family plan for the transition 
months before the actual transition to the preschool. They also visited the future sites to 
which the children would transition to meet the personnel and discuss the transition 
plans. The family would then be educated about the program and its options. After the 
transition was completed, the BLEND professional continued to support families and 
the school professionals by telephone, home visits or school visits. This continuation of 
collaboration to families and schools provided an overlapping of services by Early 
Intervention personnel. However, financial cutbacks prevented this model from 
continuing as designed. When the children reached age three, the source of funding 
changed and the BLEND professionals were no longer compensated for carrying on 
collaboration after that date. Consequently, even though they tried to continue the 
support to the families who had made the transition, they were assigned new children 
and had little time to meet with those who had made the transition became problematic. 
Consequently, support terminated once the children reached age three. 
Data to evaluate Project BLEND was collected in several ways. The 
Ecobehavioral Observational assessment found that children in Project BLEND when 
compared to same-age peers with similar developmental delays, participated actively in 
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learning activities, received similar assistance from adults, and spent significantly more 
time interacting with other children. The Battelle Developmental Inventory was used to 
determine if the itinerant service delivery model resulted in improvement in the 
children's developmental competence. The Inventory results indicated that children in 
the BLEND model progressed as well developmental^ as same-age peers with similar 
disabilities receiving other Early Intervention service options. The children's 
educational plans were reviewed using the Goal Attainment Scaling. The scale 
indicated that the children in BLEND made steady progress in achieving the goals on 
their educational plans. Interviews were conducted with parents and childcare 
personnel to determine their satisfaction with the project. Consistently they expressed 
their happiness with the support and services of BLEND. Finally, a cost comparison 
was completed between Project BLEND and center-based Early Intervention. The cost 
of both programs was comparable. 
Project BLEND was a model worth emulating because it provided support for 
the professionals in childcare and in the community private preschools. It provided 
support for the families before, through, and after the transition. Children had 
emotional support during the transition; however, they still had to make a physical 
change to a new location, and the receiving agency took no responsibility. Using the 
BLEND model in addition to providing a space where children can be serviced as 
toddlers and continue care after age three would give needed support to them in the 
transition process. Also having a model where the school provides support to the 
families before the transition would alleviate the "drop-off at three years of age. This 
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study provided support from Early Intervention to childcare centers and preschools, 
however, it did not work with the transition to public schools. 
Summary 
The literature review examined the previous research on various components of 
the transition process in order to determine which procedures were critical in promoting 
a seamless transition for children, parents and professionals. The studies reviewed 
showed that researchers were aware of procedures that encouraged and hindered 
successful transition. They proposed various plans that would make transitions 
successful. However, missing in the literature was an overall plan which identified how 
the sending and receiving agencies collaborate to provide overlapping services that 
support children, parents, and professionals. 
Conn-Powers et al. (1990) used the TEEM model to develop school district 
transition plans. The school districts that used the model were able to identify the 
concerns of the parents and professionals when they formed their transition team. The 
model provided guidelines to the district schools to follow in implementing consistent 
procedures in developing their plans, even though the plans were tailored to individual 
school districts. The TEEM model was effective based on the surveys of parental and 
professional satisfaction. However, there was no evaluation of the overall process of 
the transition. The study failed to examine the experiences of the families in transition 
and there were no provisions for an overlap of services to parents and children since 
support by the sending agency ended at the transition meeting. 
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The development of interagency agreements, with training to enact the 
provisions of the agreements, was another attempt to help with the transition process 
(Rous et al., 1997). This study showed that there were positive changes when 
participants from agencies who interfaced with each other developed plans addressing 
the transition for parents and children. The agreements facilitated collaboration among 
professionals. However, the study did not provide a plan for ongoing support for 
parents and children through the transition process. 
Dinnebell et al. (1999) suggested that having flexible service delivery 
encouraged collaboration between parents and service providers. Early Intervention’s 
flexible service delivery model helped to establish relationships between parents and 
providers. Parents perceived El professionals as more supportive than public school 
professionals (Hamblin-Wilson & Thurman, 1990). The school system, which is child- 
focused, envisioned their role in the school, but not with family. The very nature of the 
school's service delivery model kept it from developing those supportive relationships. 
These studies showed that the school system needed to work to build relationships with 
parents as well as with the El professionals. There were no plans in this study to help 
children, parents, and professionals build relationships with the public schools in the 
ongoing transition process. 
Stolber et al. (1998) gave supporting evidence that training and experience 
affected the way parents and professionals viewed inclusion. Collaboration on parent 
training between Early Intervention and the public school would bring the agencies 
together, and in that process learn about each other’s service delivery model in order to 
give support to children and parents in the transition. 
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Hanson et al. (2000) identified the importance of viewing transition as a 
process, not as an event. The researchers identified "layers" of transition. One layer 
was the emotional component, which required support for parents and children in the 
process. The second layer consisted of the procedures, which included the meetings, 
paperwork, and other tasks that needed to be completed and required for a smooth 
transition. The findings of this study showed when parents were supported as active 
participants in the process and had choices of service delivery, transitions were 
smoother. The study concluded that closer ties to parents provided a seamless process; 
however, the study did not provide a plan to achieve this goal. 
The Kilgo et al. (1989) study concluded that mothers needed to begin gradual 
transition planning when their children were 24 to 29 months. The Preschool 
Preparation and Transition (PPT) model adopted this age timeline and began parent 
education earlier in the intervention process. This study identified a timeline for 
transition, which helped providers realize that parents were anxious about transition 
earlier than generally assumed. This information was important to transition teams 
attempting to develop a model that provided support over time. 
The Brown et al. study developed a model for transition in which the El 
professionals left the classroom and became visiting teachers collaborating with 
childcare providers in various settings to help those providers extend services to young 
children in their everyday activities. This study showed that providing services to 
children in their environment increased their participation in activities as well as 
supported parents and childcare extension of therapies to the children. The visiting 
teacher was the coordinator of service delivery and support between parents, childcare 
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providers and other social agencies, but there was no provision in this study for working 
with the public school. 
The studies reviewed showed no collaboration between agencies that would 
overlap services and provide support from the beginning of transition, through 
transition, and after the transition, into the public preschool. My study proposed to 
close this gap by developing a seamless transition; that is, an ongoing process whereby 
the sending agency's services naturally blended into the receiving agency's services so 
that children, parents, and professionals were supported throughout the process. 
The literature provided some guidelines for transition that needed to be 
incorporated into my demonstration program. Collaboration between Early Intervention 
and the public preschool was needed to develop an understanding about each other's 
service delivery and to determine the transition needs of the families they share. The 
agencies must develop plans that provide encouragement and support to children and 
parents before, during and after the transition. When toddlers are between 24 and 29 
months, discussion about transition must begin with parents. It is important to include 
typically developing children in the class. Parents both value inclusion, and have 
concerns about the process thus, having experience with inclusion before the transition 
would be important to parents as well as the children. Using the information from the 
literature, the demonstration program was designed. 
Demonstration Program Design 
There were three parts to this demonstration program. First, a transition class 
was created for toddlers, 24-36 months of age, which met once a week in a preschool 
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classroom in the public school. El professionals ran the class of nine toddlers, six with 
special needs and three without special needs. The routine of the two-hour session was 
similar to an integrated preschool class. Secondly, during the toddlers' sessions, parents 
met in another room with a family therapist who helped parents discuss issues that 
affected them in their daily lives with their children such as their concerns about service 
delivery, transition and any other topics the parents wished to discuss. In different 
sessions parents were introduced to the preschool teachers and therapists and had the 
opportunity to begin building relationships. The teachers and therapists had 
opportunities to visit the toddler class before the transition meeting and observe children 
who would eventually transition to the preschool. Thirdly, the El and school 
professionals met and developed working relationships with each other during the 
months before the official transition meeting. The transition class and the parent group 
provided an overlap of services whereby Early Intervention professionals working with 
public school professionals supported the family, resulting in a more successful handing 
over of the children and parents from one service provider to the other. 
Establishing the Transition Program 
The goals for this pilot study were: (1) to begin the dialogue between El and 
school professionals and to help them to learn about each other's service delivery; (2) to 
inform and support parents before, during and after the transition; (3) to move children 
to the school to which they would eventually transition while receiving services from 
Early Intervention so that they would experience less anxiety during the actual 
transition. The final goal was to develop and test a seamless system for the transition of 
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toddlers, 24 -36 months of age, parents and professionals as they moved from an Early 
Intervention service model into the public preschool program. The seamless transition 
was conceptualized as an ongoing process where in the sending agency's services 
overlapped with the receiving agency's services so that children, families, and 
professionals felt supported throughout the process. The seamless transition provided 
support for parents and children from (1) El providers before the transition, (2) from 
both Early Intervention and the public school professionals during the months prior to 
the children reaching age three years, and (3) from the public school professionals after 
the transition into the preschool. Collaboration between El and preschool professionals 
during the transition class phase provided better understanding of each agency's roles 
thus allowing them to support each other. 
Beginning the Dialogue Between Early Intervention and Public Preschool 
The idea of a toddler group located in the public school came about when the 
Massachusetts Department of Public Health mandated that El groups find natural 
environments within their communities to provide services to children. The Early 
Childhood Specialist in Philliptown approached the El administrator to discuss the 
possibility of having a toddler group in one of the preschool classrooms on a morning 
when the preschool did not meet. Transitions had been the topic of many conversations 
between the El administrator and the Early Childhood Specialists who represented the 
school districts serviced by Early Intervention. Transitions were sometimes 
problematic for both Early Intervention and the schools. The Early Childhood 
Specialist from Philliptown proposed a plan which was the focus of the pilot study. The 
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El administrator liked the idea and was willing to support it. El would provide the 
classroom teacher, two paraprofessionals, and a family therapist to work with the 
parents. The school would provide the classroom, supplies, and a space for the parents 
to meet. 
The next step was to meet with the principal of the school to obtain permission 
for the use of the room during the school day. The principal knew that some of 
transitions from Early Intervention had been difficult and agreed to allow the group to 
use the preschool classroom. The date and time of the class was also approved. 
The superintendent was consulted to determine if there were any liability or 
insurance issues. Early Intervention had its own insurance that would cover the 
children and adults while attending the class. The superintendent was pleased with the 
idea of the program and agreed to support having the class in the public school. 
Since the preschool was under the jurisdiction of a school board, the facility did 
not have to be licensed by Office of Child Care Services (OCCS). Early Intervention 
classrooms must be approved by OCCS; consequently, the Department of Public Health 
(DPH) was contacted to inspect the classroom using the Early Intervention Facility 
Checklist. The classroom was approved by DPH and preparation began to transfer the 
preschool room into a room that would be appropriate for toddlers. 
Examining the Preschool Classroom 
The classroom is on the lower level of a refurbished older school. Entrance to 
the classroom is through a side door of the school. After descending several carpeted 
stairs, the students had cubbies to hang their coats. The room had wall to wall carpeting 
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on half of the floor with the remainder covered with white marbled tile. The walls were 
painted bright yellow. Valences made of United Nations design cloth adorned the 
windows. The wall closest to the door was lined with bookcases, which held 
manipulatives, blocks, puzzles and games. Continuing around the room there was a 
small rug for circle time located next to the dramatic play area. A loft in the comer of 
the room held Legos and a Lego table. At the base of the loft there was a reading comer 
with beanbag chairs and a selection of books. At the next wall there was a computer 
area which was located next to the science center. The sand and sensory tables were on 
the tile floor. There were two worktables located in the center of the room. 
Special Arrangements for Toddlers 
The room was not designed for a toddler group. The preschool teacher and the 
El teacher discussed possible changes to the environment. They decided to place velcro 
on the bookcases and in other places on which to attach coverings. Black felt attached 
to the velcro over the bookcases eliminated from view the interesting contents on the 
shelf. The computer area was covered with a sheet. The dress-up costumer covered the 
stairs to the loft. The sand table was moved back to cover the science materials. Very 
quickly the room was changed to accommodate toddlers. The El teacher agreed to 
return the room back to its original condition once the toddlers left for the day. A white 
board placed in the closet was used to write notes between the El teacher and the 
preschool teacher to keep communication open and anticipate or eliminate any 
problems that may have occurred as a result of sharing a room. 
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Staffing the Class 
Early Intervention provided the classroom teacher and the family therapist for 
this program. Early Intervention also provided one assistant who had previously 
worked in their center. The other assistant worked simultaneously in the preschool on 
the other days. Having this person working in both programs was helpful in keeping 
communication open between the two groups. This staff person also knew the location 
of the supplies, school routines, and the preschool teachers' expectations. 
Developing a Program Plan for the Children 
A program was developed for toddlers from Early Intervention who met in the 
public preschool several months before they reached age three. Six toddlers with 
special needs came to the public school for the Early Intervention class held in the 
preschool classroom to which they would transition. Three community children without 
special education needs joined the group as role models. The move to the preschool 
classroom helped the toddlers make a physical transition to the school that they would 
eventually be entering while still being taught and supported by their El provider. This 
process helped to give children and families the opportunity to experience the public 
preschool setting with Early Intervention supports still in place. 
School professionals had an opportunity to meet and observe the toddlers they 
would soon be servicing in the preschool. The school professionals were able to gain 
more information about the toddlers during these observations than through the review 
of the onetime discharge assessment would allow. The El and school professionals had 
the time to meet, collaborate, and learn about each other's programs. 
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Developing a Program Plan for Parents 
Early Intervention provided a family therapist who worked with the parents. 
The parents met for two hours in the public school during the time their children were in 
the transition class each week. The family therapist led the parent group’s discussion on 
topics about feelings, programming ideas, and suggestions for the transition of then- 
children. The family therapist followed the lead of the parents when determining the 
issues to be discussed. The group was given guidelines about confidentiality and told 
that they would share topics of discussion, but not specifics with the researcher. 
Allowing parents to choose the topics helped them to have their questions answered as 
their issues arose. Parents were able to ask questions about programs, special services, 
schedules, service delivery, behavioral issues, and other topics that concerned them. 
The meetings also provided opportunities for the parents to meet the classroom 
teachers, the occupational therapist, the physical therapist, the speech-language 
pathologist, the early childhood specialist and the principal. They were given a tour of 
the school and were able to visit in the classrooms. They learned about the school 
culture, such as where to park their cars and where to get information about school- 
related questions. 
The family therapist helped the parents explore their role as parents of a child in 
the school. They discussed developmental and behavioral expectations for their 
children. The parents of children with special needs shared their feelings about raising 
children who had challenges. The parents of children without special needs also shared 
their concerns, which helped parents of children with special needs learn that some of 
the experiences they were having were probably not the result of their children's special 
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need. This group also provided an opportunity for families to develop relationships and 
build support within the community. These meetings were seen as helpful to all parents 
concerned about the transition to the public preschool. 
Methodology 
The goal of this pilot study was to examine the experiences of children, parents, 
and professionals during the transition process. To accomplish this, parents were 
interviewed, children were observed, and professionals attended focus groups. 
Parents Interviewed 
Parents were interviewed during the three phases of the transition process - in 
Early Intervention, in the transition class and in the preschool. In the interviews, 
parents were able to recount the policies, procedures, and activities that helped or 
hindered their transition. Phenomenological interviewing, which required three 
interviews with each person, provided in-depth understanding of the parents' 
experiences (Seidman, 1998), 
Six parents in this pilot study were interviewed three times. The first interview 
occurred when the families were enrolled in Early Intervention and before the children 
entered the transition class. Its purpose was to determine and understand the parents' 
experiences in Early Intervention prior to transition. The second interview was 
completed while the children were in the transition group. The purpose of this 
interview was to learn what the parents were experiencing and feeling while their 
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children were in the transition group preparing for the transition to the public school. 
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The third interview occurred after the children made the transition to the public 
preschool. Its purpose was to determine how the parents felt about the transition and to 
learn if they and their children felt supported throughout the process. Member checks 
were conducted on each interview. The family therapist provided topic notes of the 
groups' discussions. She shared the concerns of the group. Parents gave their 
permission for this sharing of information. 
Children Observed 
Six children were observed for one hour two times during the transition group 
and two times after they had transferred into the preschool. Environmental mapping 
was the observational procedure used to record the observations of the children's 
adjustment behavior (Hupp & Kaiser, 1986). As the children arrived, I would jot down 
notes as they separated from their parents and joined the class. During the entire length 
of my observation I used a scanning procedure in which I rotated observing the children 
twice for 5-minute intervals noting their behavior of engagement. Next to the children's 
names, I noted their involvement or lack of involvement with classroom materials, other 
students, or teacher-directed activities. From the data, I looked for patterns of activities 
that showed the children's engagement and adjustment to the program. According to 
Hart (1982), level of engagement is the most critical measure of program effectiveness. 
Observations about the children's adjustment were compared to the parents' interviews, 
El's progress notes, and the classroom teachers' observations. School therapists also 
observed the children in the transition group before they transferred to the preschool. 
Professionals from Early Intervention and the school collaborated during those visits. 
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Focus Group of Professionals 
The El and school professionals met two times together as a group. The goals of 
the transition class were discussed at the professionals' first meeting before the 
transition class began. This meeting allowed the professionals to meet and get 
acquainted. They had the opportunity to encounter each other at various times 
throughout the study in the classroom, at transition meetings, or in the hallway. The 
professionals were invited to a second meeting sue months into the pilot study. This 
second meeting was designed to elicit comments on the aspects of the transition process 
that were successful as well as aspects that needed improving. They were also asked to 
express their views on the effectiveness of the transition class and parent group for the 
children, parents, and professionals. 
Role of the Researcher 
In this study, I was the researcher as well as the Early Childhood Specialist who 
helped children and families transition into the public school. I was a gatekeeper as 
children moved from Early Intervention to the preschool. I had professional 
relationships with the preschool staff as well as the El administrators. I thought about 
the bias I might bring to this study and the importance of keeping my bias in mind 
throughout the research (Rossman & Rallis, 1998). However, my motive for years has 
been to have a smoother transition process for children and family into the school 
setting so I chose to undertake the pilot study in order to work on developing a seamless 
transition. 
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Results 
Pilot Interviews 
The unstructured interview provided a wealth of information from each parent 
(Fontana & Frey, 1994). The purpose of the interviews was to discover the parents' 
experiences through each phase of the transition process. It was profitable to see the 
parents' experience and point of view through this in-depth interview process (Seidman, 
1998). Parents were eager to share their responses and feelings about the pilot study 
program. The three interviews were transcribed. Each set of interviews was analyzed 
when collected. Categories were formed and coded into "themes and patterns" 
(Marshall & Rossman, 1989). 
Several themes emerged from the parent interviews. In the first interview there 
was a theme of frustration. Most parents of children with special needs felt defeated 
trying to find the person in authority who had the power to make changes for then- 
children. The feeling of powerlessness is not uncommon for parents of children with 
special needs (Turnbull & Turnbull, 2000). It seemed that when they were trying to 
find out what was wrong with their children, they felt they had no control. This issue 
emerged during the first interview, before their children received any intervention. 
Parents also feared they would lose ownership in the decision-making when their 
children moved out of Early Intervention. 
In the second parent interview set, the theme that emerged was the importance 
of the meetings with the family therapist. Within this framework, parents felt 
empowered because they were able to get information in a non-threatening way. Most 
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parents spoke about the fact that if one parent did not think to ask about an issue another 
parent did; consequently, everyone benefited. Parents spoke positively about having the 
parents of typically developing children in the group. One parent said: 
It's nice to know that Susie's son has tantrums. I just thought my daughter's 
tantrums were due to her special needs. 
Another parent said: 
It's been fun getting to know other parents, especially those parents whose 
children don't have special needs. Maybe they'll help others understand our kids. 
Another theme of the second interview related to the support they received from 
the individual therapists who visited the children in their homes. During the transition 
time interviews, three of the parents mentioned that their therapist told them that they 
were going to have to fight for the services they wanted for their children once they 
entered the public school system. Parents asked the participant-researcher why this was 
necessary. Immediately the conflicts of being a researcher and a participant surfaced 
(Punch, 1994). This statement regarding the need of parents to fight for services was 
interesting and needs further investigation. 
After the transition and during the third interview, all the parents talked about 
how welcomed they felt when they moved into the preschool. When pressed to 
describe what made them feel welcomed, parents named: meeting the teachers in the 
parent group, knowing the therapists before the transition meeting, and the home visits 
by the teacher. Two parents who were in the transition parents' group became members 
of the Preschool Parents Group; one became Chair of the group. 
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Pilot Observations in Transition Class 
Children's adjustment to the transition class was documented by observation and 
field notes. Individual record keeping was completed on the children. Observations 
were one hour in length with two five-minute observations focused on each of the six 
children to determine engagement activities that were used to gauge the child's 
adjustment to the program. The first observation was completed the second week of the 
program. Four of the children cried uncontrollably while the others found the toys. 
Two of those crying were the community children. The teachers and assistants spent 
much time holding and consoling the crying children. Snack time brought the children 
together. They sang the "handwashing song" and then ate. The room was quiet. After 
snack the teacher engaged the children in motor activities using their large muscles. 
The children laughed as they tried climbing the slide and jumping on the small 
trampoline. Time passed quickly. The parents returned for the morning ending song. 
Two of the children cried when they saw their parents. 
On the sixth week observation, all of the children were engaged in play, with a 
few playing together and no one crying. The teacher and assistant reported that they 
initially felt this group would not solidify. They were surprised at how much the 
children had changed. When the parents returned for the end of the morning song one 
parent said, "Josie can't wait to come to her school." Two other parents quickly added 
that their children say the same thing. 
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Pilot Observations in Preschool Class 
The researcher conducted two observations after the transition to the preschool. 
The first one-hour observation with two five-minute observations focused on each child 
was conducted the second session of school. The same method of observation was 
conducted again at the sixth session. The children who had participated in the transition 
class had no separation problems. Their parents brought them to the classroom, helped 
them hang-up their coats, find their picture to put on the attendance chart, and said 
good-bye. All of them followed the classroom routine. Their teachers reported that 
they adjusted well to the school day, played with other children appropriately, and 
participated in the various learning centers. During the sixth session the children were 
actively engaged in a variety of activities throughout the room. During the two 5- 
minute focus intervals of observation, all of the children who made the transition were 
either playing next to another child or playing with a child. Teachers reported that the 
children adjusted well to the classroom expectations. They reported that the children 
came to school happily and joined in immediately play upon arrival. 
Pilot Focus Group of Professionals 
The El and preschool professionals met at the initial luncheon before the 
transition class began. This opportunity to meet and get to know each other allowed the 
professionals to begin a relationship. They would often meet in the classroom, at 
transition meetings, or in the hallway. They began sharing equipment as well as 
supplies. A focus group at the end of the pilot brought Early Intervention and school 
professionals together again. They were asked to share their views on the effectiveness 
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of the transition class and parent group for children, parents, and themselves. Both sets 
of professionals agreed that the transition class helped the children to get use to the 
building and school professionals. They said that the parents seemed more relaxed 
about the transition because they knew the school, staff, and programs. The El 
professionals felt more comfortable with the school professionals and that helped the El 
professionals when working with the families around transition. They felt that the 
school professionals were more accessible to them. The school professionals thought 
that getting to know the El professionals gave them a better understanding of each 
other's responsibilities. They also appreciated the opportunity to observe the children 
before the transition. 
Obstacles to Implementing the Pilot Study 
There were obstacles that had to be overcome in order to implement the pilot 
study. The Early Intervention administrator and the school administrator approved the 
project. However, there were several problems that arose unexpectedly. Rossman and 
Rallis (1998) explained about gatekeepers and the power they hold. The public school 
administrator and Early Intervention administrator had issues of ownership that could 
have caused stumbling blocks despite their verbal approval. The principal wanted the 
parents' group to meet in the hall next to the children's classroom and the Early 
Intervention director was slow providing the families' information and signed parental 
release forms. 
The principal's decision to have the parents meet outside the children's 
classroom did not give much privacy to the families and it certainly was not physically 
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comfortable. After much discussion with the principal and family therapist, the parent 
group was allowed to meet in the teachers' lunchroom. The Early Intervention director 
managed to get the releases signed by the parents which gave permission for the 
researcher to speak with them two weeks before the program was scheduled to begin. 
Another obstacle was finding a professional who would work in the public 
school as the children's classroom teacher. The Early Intervention director had 
difficulty finding someone as no one wanted to work in the public school. The director 
and the researcher felt it was important to find someone who wanted to be there rather 
than just have been assigned to the position (Swadener & Marsh, 1998). 
A teacher finally agreed to teach at the public school. One El professional had 
worked in an educational collaborative which was located in a public school and felt she 
''could handle” a group in the public school (conversation, 1/12/00). When asked what 
she meant by her comment, she relayed that "You know, I just know the ropes." No 
more specifics were forthcoming. Her comment was placed in the field notes. Had her 
preconceived ideas about the school setting colored her opinion for the transition 
meetings she has had? Would she be able to feel more a part of the process after 
working in the school? Did El professionals have "a mistrust of the public school 
personnel"? Gaining entry is crucial in qualitative research (Janesick, 1994). 
Conclusion 
The goal for the children was to have a smooth transition from Early 
Intervention into the public preschool. These findings revealed that the children in this 
sample had the opportunity to adjust to the preschool classroom when it was also used 
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for the Early Intervention classroom. The children seem to have no awareness that a 
transition occurred because they readily engaged in the activities within the classroom 
after the transition. Children met the preschool professional staff when they came into 
the classroom to observe so they already knew the new service providers. Both parents 
and teachers commented on the children's smooth adjustment into the preschool class. 
The goal for parents was to have a seamless transition where they felt supported 
throughout the entire transition process. Parents reported feelings of empowerment and 
comfort with the transition. They no longer felt the anxiety they had before their 
involvement in the parent group. When they sat down for the transition meeting, 
everyone knew each other. Relationships had already started to form. Commitment to 
the preschool parents' group just after the transition showed evidence of their comfort 
level with the process. 
The goal for the professionals was to have a seamless transition where 
collaboration between Early Intervention and the preschool was ongoing over the entire 
process. The professionals were able to collaborate and learn about each other's service 
delivery models. They had the opportunity to work together before the transition 
meeting. The preschool professional staff were able to see the children in a natural 
setting over time which helped them to know the children and their needs. The El 
professionals knew that the preschool professionals were aware of the children and their 
needs before the transition. 
The parents and professionals generally felt supported in the transition process. 
This project had agencies overlapping their presence and service in support of families 
and children. The pilot data suggested that a seamless transition process is possible. 
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Further Research 
The pilot data revealed that parents and professionals had positive feelings about 
the concept of a seamless transition. Children had few adjustment problems in the 
preschool transition. The study supported the conceptualization of a seamless transition 
whereby Early Intervention services overlap with the public preschool services to 
provide support for children, parents, and professionals. However, questions were 
raised that suggest the need for further research such as (1) why it was difficult to get 
Early Intervention professionals to work in the school (2) why did El professionals tell 
families that they would have to fight for services; and (3) why families did feel 
powerless. 
In addition, the pilot study had children who began the class on the same day. 
As the group continued children came and left according to their age and birthday. I 
felt it was important to determine if this turnover would make any difference in the 
process. Also in the pilot study, the children had very mild special needs. Continuing 
this study would allow me to investigate if the transition model would provide the 
support for families and children who had significant needs. It was necessary to 
develop a survey tool for professionals that allowed them to personally reflect on their 
transition of children and families before and after the children's involvement in the 
transition class. I chose to replicate the pilot study using more data collection strategies 
to further explore the polices and procedures that promote or hinder a seamless 
transition system for children, parents, and professionals. 
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Research Questions 
1. What policies and procedures are needed to generate a seamless transition from 
Early Intervention to the Public Preschool for children, parents, and 
professionals? 
2. What obstacles interfere with a seamless process of transition for children as 
they move from El to public preschool? 
3. What obstacles interfere with a seamless process of transition for parents? 
4. What obstacles interfere with a seamless process of transition for professionals? 
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CHAPTER 3 
METHODOLOGY 
Research Objectives and Design 
In order to collect, analyze, and interpret data based on the experiences of 
individuals, I chose to conduct a qualitative study. This study explores the expectations 
and experiences of children, parents and professionals as they proceed through the 
transition from Early Intervention to the public preschool. It identifies points of stress 
and confusion, and makes adjustments based upon the feedback from the participants. 
This study examines the efficacy of an innovative transition program in order to identify 
the elements needed for a single vision of a seamless transition process from Early 
Intervention to the Public Preschool from the perspectives of children, parents, and 
professionals. Qualitative methods are best suited for this study because I examined 
individualized outcomes and program process at a particular site. The qualitative method 
allowed me to collect descriptive information that identified supportive procedures and 
obstacles that promoted or hindered seamless transitions. A qualitative study permitted 
the voices of the participants to be heard. A quantitative study would not have given me 
the detailed, in-depth information on the processes that affect transition for children, 
parents, and professionals. I used observations, interviews, and questionnaires which 
were designed to help me find patterns and their changes over time (Yin, 1989). 
Interviews provided the opportunity to explore parents' experiences in the transition 
process. The use of questionnaires permitted insight into the professionals' roles in 
transitions. Observations and videotaping of the toddlers coupled with professionals' 
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progress notes allowed the watching of the toddlers' behaviors from their entry into the 
transition group through entry into the preschool. The timeline of the study is found in 
Appendix A. 
Sample 
A purposive sample was used for this study. Nine children participated in the 
transition class. There were six toddlers from Early Intervention and three community 
children whose beginning ages ranged from 24-28 months. The ratio of children with 
special needs to community children is established by Early Intervention's insurance 
eligibility guidelines. Early Intervention must have six children in order to cover their 
expenses for the class. Group size could be no larger than nine; thus there are only three 
openings for community children. 
Families living in the town with toddlers in Early Intervention were eligible to 
attend. Placement in the program was made by parental request after the therapists 
informed the families about the program. Not all toddlers in Early Intervention from the 
town participated due to group size regulations. Community toddlers were found by 
advertising at the local preschools for younger siblings or by word of mouth. Early 
Intervention conducted initial discussion of attendance with the families. 
The six children in this study began in Early Intervention, completed the 
transition class and made the transition to the preschool. Of the six children in the study, 
three began Early Intervention together. Two of the original six did not meet the 
eligibility requirements to transition to the preschool. One moved away. The remaining 
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three students joined the group when they were 24-28 months of age and space became 
available. All of the children in the study completed all three phases of the study. 
Table 1 
Demographic Characteristics of Children and Their Families (N = 6) 
Demographic Characteristics n 
Children 
Type of Primary Disability 
Autism Spectrum 4 
Speech-Language 
& Vision 1 
Speech-Language 
& Physical 1 
Ethnicity 
Anglo-European 6 
Family Income 
Low 2 
Middle 4 
Primary Language Spoken 
English 6 
Education level 
High School 1 
Some college 1 
College 3 
Graduate School 1 
According to El policy, parents must remain in the building with their children 
because the school is not licensed by Office for Child Care Services to hold classes. Six 
parents of children with special needs formed the parent sample. The sample consisted of 
mothers as they were the individuals who interfaced with Early Intervention, attended the 
morning parent group, and worked with their children on the transition. 
The El staff and the preschool staff formed the professional sample. There were 
two groups within the El sample. The first group of El professionals consisted of four 
speech-language pathologists, two physical therapists, two social workers, and two 
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occupational therapists who were assigned to the school district geographical team. The 
team assignment meant that any children who were referred to Early Intervention from 
that town would be assigned to a provider from that team. The second sample consisted 
of five of the previously mentioned El professionals who serviced children who made the 
transition from the El class to the preschool. Included in those five transitions were the 
El transition class teacher who was an occupational therapist and the family therapist 
who was a licensed social worker. The preschool professional staff included four 
teachers, two paraprofessionals who also assisted in the transition class, two speech- 
language pathologists, an occupational therapist, and a physical therapist. 
Description of the Development of the Program. Transition Class and Site 
The site for this study was a school system located in a suburban town north of 
Boston in the lower elementary school which contains PreK- Grade 1. The El transition 
class was held in the preschool classroom on Tuesday mornings when there is no 
preschool session. The toddlers have their class in a room to which they may eventually 
transition for preschool. 
The National Association of Educators of Young Children recommends that 
toddlers have programs, curricula, and environments that are designed specifically for 
them. To accomplish the association's recommendations, the Early Childhood Specialist 
and El Educational Coordinator, whose role is to oversee the El toddler groups, met to 
discuss the educational goals of the transition toddler class and to determine what 
changes needed to occur for both programs to share this space. Toddlers need an 
emotionally supportive environment that provides a variety of experiences which 
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promote the development of the children's social, cognitive, language, self-care, fine and 
gross motor skills along the developmental continuum. There must also be the 
opportunity for supervised group interactions and socialization with peers. Although 
some goals appeared to be similar for preschoolers, modifications of the classroom 
needed to occur due to the developmental differences of toddlers compared to 
preschoolers. To help with emotional support the Early Childhood Specialist agreed to 
find teacher assistants who had experience with young children for the class. One of the 
assistants would be a preschool aide who normally did not work on Tuesdays in the 
preschool. This person would not only have experience working with children, but 
would familiar with the preschool environment and could help connect El professionals 
with the preschool professionals. 
Then the El education coordinator met with the classroom teacher to discuss 
specific modifications of the classroom. The classroom needed to be transformed from a 
preschool to toddler room efficiently and in rapid time due to the time constraints of both 
staffs. Collaborating on this effort was important because sharing space is difficult for 
teachers and having to "remodel" each week can put a strain on the relationship. 
To accomplish these educational goals, Early Intervention and the preschool staff 
agreed to the following changes. Art supplies were arranged so that large brushes with 
their paint containers were reachable while other developmental^ inappropriate supplies 
could be removed. Sand and water toys were divided into buckets by size so that the 
larger toys to use with the toddlers were accessible. Furniture would be moved to 
provide more open space to accommodate the toddler's gait. Tables were arranged for the 
toddlers to sit together at snack where language is fostered. Large props in the dramatic 
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play center would be moved to be in front of the small props that were developmentally 
inappropriate. 
The El education coordinator and teacher decided that attaching Velcro to the 
shelves then covering them with felt would be the best way to hide manipulatives that 
were not developmentally appropriate for toddlers. Toys that can be shared such as 
blocks, some puzzles, and other manipulatives were placed on easily accessible shelves. 
Although the toddlers could use many of the larger manipulatives to develop fine motor. 
Early Intervention brought in other developmentally appropriate toys for children on the 
younger end of the developmental spectrum. The school provided paper, crayons, glue 
and other general supplies. The El staff was given shelf space for supplies not normally 
available at a preschool. A communication book was set up between the preschool and 
El professionals to write down any problems around the sharing of the room or materials 
so they could be addressed immediately. Pictures of the room were taken so El staff 
would be able to return the room to its original condition after. 
Health and safety matters needed attention to complete the readiness of the room 
for toddlers. First, the room had to comply with the Department of Public Health facility 
checklist guidelines. This included having a first aid kit in the classroom even though a 
nurse was on staff at the school. Snacks and juice were provided by Early Intervention. 
A plastic container was purchased to hold the food and the juice kept in the teacher's 
room refrigerator. The science center with magnifying glasses, small samples to 
examine, and a hermit crab needed to be hidden. Moving the dress-up stand in front of 
the stairs covered the loft that held tiny Legos, another potential danger for toddlers. A 
potty-chair was brought from Early Intervention and placed in the unisex lavatory just 
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outside of the classroom. Diaper changes as well as toilet training, a part of the El's 
curriculum, were done in this lavatory. 
Gross motor skill development is another part of El's curriculum. The outdoor 
playground, which the toddlers used, was specifically designed for children ages 3-5. 
Accommodations to the playground needed to occur so toddlers could develop their 
balance, motor planning abilities, and reciprocal patterning skills such as bike riding and 
climbing. Age-appropriate ride-on toys were acquired. Parents were asked to 
accompany their children on the playground during their gross motor exploration at the 
beginning of the session so that they could help with the supervision of their children on 
the play structure, slide, and tunnel. Other materials such as outdoor sand toys, 
playhouse equipment, and balls were all developmentally appropriate for toddlers. 
Compliance with the Department of Public Health guidelines was routine 
procedure for Early Intervention, but not the school district. The preschool has National 
Association of Educators of Young Children accreditation, which meant the classroom 
also met the Office of Child Care Services' standards with the previous mentioned 
accommodations for toddlers. In order to be in compliance with the regulations for 
Office of Child Care Services and Early Intervention, there were certain procedures that 
needed to be followed. The El coordinator developed a binder of documents to be kept at 
the school. The binder included attendance sheets, emergency forms, incident report 
forms, a school calendar, progress notes, and release of information forms. Keeping 
attendance was important for Early Intervention because Early Intervention is able to bill 
insurance only when the children with special needs are in attendance. Even though 
parents must be in the building while the toddler is in the transition class, emergency 
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forms with medical needs must be available to the classroom teacher. The school nurse 
was also available for emergencies. The incident reports were written when situations 
warranted report to parents or El supervisors such as in the case of child biting. Although 
most of the transition process, which is the focus of this study, takes place in the 
classroom described above, occasionally it was carried out elsewhere. This was because 
Early Intervention held sessions even when the school was closed. During those school 
closings, field trips to the park, or to one of the family's homes were planned in order that 
service delivery continued. The El coordinator arranged alternative places during school 
vacations. Signed releases allowed photographing, videotaping, and the giving of 
information to the public school staff who observed the toddlers with disabilities. This 
binder included progress notes, which were helpful to the El teacher and assistants in 
their planning for the next session. That information was also important to have if the El 
teacher was absent. The substitute needed to know about the goals for each child in order 
to plan appropriate activities. 
In addition to the transition class, another part of this study's design was to have a 
parent support group meeting simultaneously while the toddlers were in the transition 
class. The parents met in the teachers' lunchroom. The family therapist visited with the 
principal before the group began to determine the guidelines for using the lunchroom. 
They also discussed where parents should park. The group met from 9:15am to 11:15am. 
The time was chosen as a convenience to the school district. By 9:15am all the school 
children had arrived and there was no worry about buses entering and exiting the school 
driveway. At 11:00 am the first set of teachers ate lunch, therefore the parents had to be 
out of the lunchroom. At 11:00 am the parents went to the toddler classroom for ending 
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circle, review of the day's activities, and ideas for continuing the teaching of the skills 
covered at home. Leaving at 11:15 am provided time to depart just before the morning 
dismissal of the preschool and kindergarten. 
Data Collection Methods 
Three components of data collection are described in this section. The first 
component is the parent interviews. The second component consists of two 
questionnaires from El professionals and one from school professionals. The third 
component consists of the observation of the children from the transition class to the 
preschool class. 
Interviews 
The interviews in this study were with parents whose children completed all 
phases of the transition process from early intervention, to the transition class, to the 
preschool. The interviews were audiotaped with permission (Appendix B) and 
transcribed. Interviews were conducted with other families in Early Intervention who 
were discharged at varying places in the process because their children were no longer 
eligible for services, or who moved out of town. Their information is not discussed in 
this study. 
In order to access individual outcomes of the parents' experiences in the three 
phases of transition, three in-depth interviews (Seidman, 1981) were done at each phase 
of the transition process. I chose the grand tour method of inquiry because it allowed the 
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interviewees to expound on the topic with no limits set by the interviewer (Werner & 
Schoepfle, 1987). 
Interview one was completed during the time when the children were receiving 
only home services from Early Intervention. In the first interview, parents were asked to 
tell about their experiences in early intervention from their initial involvement to the 
present as well as areas that they felt went well in Early Intervention and areas they might 
like to change. 
Interview two was done when the children were in the transition class at the 
school. The parents were asked to tell about their own experiences and their children's 
experiences with the transition class. They were asked to discuss what they felt went 
well with the transition class and what they would like to see changed. Then they were 
asked to tell about their experiences in the parent group in terms of what went well and 
what they would like to see changed. 
Interview three occurred after the transition into the preschool. Parents were 
asked to describe their experiences around the transition, including the transition meeting, 
and the movement into the preschool for themselves and their children. In each interview 
I would encourage the parents to explain further or elaborate on uniquely reported, but 
potentially significant events or impressions. Each interview was audiotaped with the 
parents' permission, transcribed, and coded. 
Professional Questionnaires 
El professionals were given an open-ended questionnaire. This method allowed 
professionals to give detail and meaning to their experiences that a scale or standardized 
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response form would not (Patton, 1987). The questionnaire asked about the formal and 
informal procedures used to help families’ make the transition into the public school. El 
professionals were to describe problems with transition and to share concerns that parents 
expressed to them around transition. Comments were solicited on their impressions and 
reactions to the transition team meetings regarding the preschool transition team's 
openness to Early Intervention's and parents' ideas, support of parents, explanation and 
development of the IEP, and reactions to the decisions made. They were also asked to 
describe what procedures they would like to have in place for a seamless transition and 
what obstacles they felt kept the transition process from being seamless. Personal data 
was collected on each respondent including role, number of years at Early Intervention, 
level of education, full or part-time employee, and the number of transitions they have 
made and to which school districts. The questionnaire did not have to be signed 
(Appendix C). 
A second questionnaire was given only to El professionals who participated in 
transition of children who were in the transition class (Appendix D). It became important 
to have focused information to determine whether the procedures that were being 
implemented were successful. The second questionnaire dealt with the El professional's 
relationship with the school professionals, differences noticed in the IEP transition 
meeting, and the effects of involvement in the transition class and parent group for 
children, parents, and professionals. 
The school professionals were given a questionnaire, which asked about their 
perspective regarding the transition process after children made the transition to the 
preschool. Questions dealt with preschool professionals' interactions and experiences 
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with children, parents, and El professionals before the transition, at the transition 
meeting, and after the transition. Descriptions of policies, procedures, and activities that 
promoted or hindered transition were requested. Demographic data was collected on the 
school professionals which included role, years employed, full or part-time status, 
educational level, and number of transitions in which they were involved (Appendix E). 
Observations and Videotapes 
Naturalistic observations allowed the researcher to obtain information about the 
children's level of participation in order to determine their adjustment to the program. I 
observed the children for one hour during the second session and sixth session of the 
transition class. I had the one-hour sessions videotaped as I observed so that I could 
cross-check my observations. The engagement behavior was noted on an observation 
sheet with blocks denoting 5-minute intervals. A plus mark (+) indicated engaged 
behavior and a minus mark (-) indicated non-engaged behavior (Appendix F). I used the 
same procedures when I observed after the children's transition to the preschool during 
the second and sixth session. The purpose of these observations was to see if there were 
any differences in the transition experiences of the children as they entered the transition 
class compared to their entry into preschool after participating in the transition class. 
Children generally participate in activity when they feel comfortable and secure. Noting 
their participation or lack of it and comparing the transition class with the preschool class 
helped to determine if the transition had been smooth for the children. 
I chose the Plachek time sample procedure to record the children's engagement 
behavior (Tawney & Gast, 1984). Engagement behavior is defined as children 
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participating in whole class, small group, or interaction with a teacher, peer or alone with 
classroom materials. Non-engagement is defined as lack of focused attention such as 
looking at the ceiling or wandering with no purpose. Disruptive behavior such as crying 
or non-compliance is also considered non-engagement. Using a stopwatch, I recorded the 
children’s engagement behavior at 5-minute intervals on a check sheet. The videotapes 
allowed me to review the class activity without interruption as well as cross-check 
retrospectively when needed. 
I read the progress notes from the Early Intervention classes to see if my 
observations in the class were similar to what the El professionals were observing during 
that same time period. I wanted to make sure that each of my observations was not 
unusual for the children. The same process was followed with the classroom teacher. 
Using the professionals' memos and observations allowed me to triangulate the data with 
the parents' comments about their children (Maxwell, 1996). 
Data Analysis Procedures 
The study by Rossman and Rallis (1998) followed those guidelines described for 
analyzing and interpreting qualitative data, as the process of "systematic organizing" to 
make meaning of collected information (p. 171). Doing ongoing analysis was stressed. 
They also pointed out the importance of keeping research questions in the forefront while 
going through the analyzing process. 
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Interview Analysis 
Eighteen interviews were conducted. They were recorded and transcribed with 
one interview on each disc. Member checks with the participants were conducted after 
each transcription as a means to insure trustworthiness and validity (Lincoln & Guba, 
1985). After the first set of interviews, I made multiple paper copies. Then I took the 
first set of interviews to code. I began by reading through the interviews and making 
jottings in the margin keeping my research questions in mind. I read through the set of 
interviews four times looking for data that may impact my question. Then using colored 
pencils I highlighted different themes with each theme being a different color. I then 
returned to that data and re-coded exploring themes within themes until I had found "key 
linkages." Schatzman and Strauss (1973) identify "key linkages" as a general scheme or 
overriding pattern for determining the significance of a theme. I transferred the themes 
on to cards, noting the page where each interviewee's words supported that theme. I 
assigned each interviewee a letter and number for ease of record keeping. Interviews and 
accompanying discs were kept in a binder in chronological order. The remaining two 
sets of interviews were handled in the same manner. 
Questionnaires Analysis 
The professional questionnaires were assigned a letter and number. Each question 
was transcribed on discs with each question having its own disc. An identifying marker 
noting the demographics of each respondent was placed before each answer. Once the 
questions and answers were transcribed, I made paper copies. 
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Keeping my questions in mind, I read through each question and the answers 
twice searching for themes and jotting notes in the margin. Then using colored pencils I 
went through the questions highlighting common themes using a color code. I then 
transferred these identified themes to a card with each theme accompanied by the label so 
I could identify the source. I used "El" with a number to identify Early Intervention 
professionals for the first survey, an "E" with a number to denote the second survey, and 
"S" with a number to identify school professionals. I then revisited the identified themes 
and re-coded looking for "key linkages" (Schatzman & Strauss, 1973). With the 
identification of a key linkage I was able to be increasingly selective among the array of 
possible themes evident in the data, and thereby engage in a systematic process of data 
reduction which enabled me to bring closure to the data gathering process. 
Observations Analysis 
Data collected from the four observations of the children using the placheck time 
sampling method will be displayed to show their amount of engaging activities with 
individuals or materials in each setting from the first El observation to the last preschool 
observation. Videotapes were viewed to cross-check findings as needed. The number of 
children's engagement incidents in each setting will indicate the extent to which they feel 
comfort and anxiety at that moment in time. The higher the number of engagement 
activities, the more comfortable and secure the children are in that setting. 
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Trustworthiness 
Data collection according to Yin (1989) must have three elements to insure 
reliability and validity. They include having multiple sources of evidence, utilizing a 
database to organize the data, and showing a path of evidence that builds from the 
research questions to the study conclusions. My first research question asked what are 
the procedures that need to be in place for a seamless transition. My second question 
asked what obstacles hindered a seamless transition. Both my first and second questions 
have been explored through the multiple methods I have used. 
I have used interviews to explore the voices of parents to discover what 
procedures need to be in place for a seamless transition and what obstacles prevent that 
from occurring. Professionals from Early Intervention and the school have an 
opportunity to respond to those questions. Then observation of the children in each 
setting helps to determine if the transition is seamless by examining their participation. 
Secondly, I have made an attempt to organize and access the data carefully by developing 
a database of interviews, audiotapes, questionnaires, observations and videotapes. 
Careful handling of the data is important to the trustworthiness of this study. Finally, the 
attempt has been made to carefully lead the reader through documented evidence of 
interviews, questionnaires, and observations on a path through themes from the research 
questions to the conclusions of this study. 
Rossman and Rallis (1998) share four other principles for trustworthiness. The 
first one is to design a study that gathers data over a period of time. I have been 
collecting data for more than eighteen months so that I could capture parents' and 
children's experiences in the transition process. Secondly, they recommend member 
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checks. After each interview was transcribed, the parents had an opportunity to view 
them for further input. I met with the El professionals two times to check on their 
responses and to answer questions for them. I have met once with the school 
professionals. Thirdly, the study is designed to be participatory. Lastly, all of the data 
collection methods used together allow for the triangulation of data. 
Role of Researcher 
I am employed as the Early Childhood Specialist in the town of this study. As 
part of my work responsibilities I help to transition children from Early Intervention into 
the public preschool. For many years I witnessed the anxiety of families in the transition 
process. My professional role connects me to the preschool staff involved in the study. I 
though about the bias that I may bring to the research. Identifying this issue and being 
cognizant of it throughout the study helped to keep my bias in check. My role as a 
researcher is to be meticulous about my data collection and analysis. Using triangulation 
will help me keep the themes and patterns that are central to this study clear without 
imposing personal bias. 
Ethical Considerations 
Using only one site makes it difficult to guarantee anonymity. All names and 
other specific identifying information in this study have been systematically changed for 
confidentiality. Although pseudonyms are used, there is a risk that participants may be 
identified. The informed consent which participants signed explained this situation. 
They had the right to refuse to participate in this study and were notified that their refusal 
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would not keep them from participating in the program. Participants' permission 
included audiotaping, videotaping, reading of progress notes, and permission to be 
quoted. 
Survey questionnaires were assigned number codes to protect the identity of the 
respondents. A written statement of purpose and intended use of the information was 
written on the cover sheet of the survey questionnaire. 
Limitations of the Study 
Although I was able to gather information over eighteen months, the data was 
collected only from the participants at the single site. No attempt has been made to 
generalize the experiences of the children, parents, or professionals, themes or patterns of 
data beyond the single site. Data included in this study are limited to the responses of 
parents and professionals, the observations made and the researcher interactions with the 
participants. 
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CHAPTER 4 
FINDINGS 
Introduction 
The findings in this chapter are organized to show the expectations and 
experiences of children, parents and professionals as they proceed through the transition 
process from Early Intervention to the public preschool. Points of stress and confusion, 
as well as adjustments made to the process based upon participant feedback, are 
identified in the data collected through interviews, open-ended questionnaires, and 
observations. The findings presented answer the question as to the efficacy of the 
innovative transition program and the elements that are needed for a seamless transition 
between Early Intervention and the public preschool. Parent interviews and 
questionnaires from professionals were analyzed and coded for themes. Children were 
videotaped and observed using interval time sampling units to examine engagement 
behaviors. 
The first section of the chapter reports the parents’ perspective as they proceed 
through the stages of their children's involvement in Early Intervention, the transition 
class, and finally the preschool. The findings from three parent interviews communicate 
the parents’ experiences through this process. The interviews were undertaken at three 
different phases of the transition process: when the children were in Early Intervention, 
in the transition class, and after they made the transition to the preschool. Selected direct 
quotes of the participants are included as evidence for assertions and explanations, and to 
provide a means to access the voices of the participants. 
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The second section covers the professionals' perspectives of the transition process 
as they attempt to support parents and children in the transition stages. Findings from 
the open-ended questionnaires document opinions of the Early Intervention professionals 
who worked with the families before the transition group's implementation and then 
through the transition process to the preschool. The school professionals' open-ended 
questionnaires reported their involvement with families in the transition process. 
Appraisals of professionals' roles in the process were included. Select written quotes 
from open-ended surveys serve to support conclusions and interpretations of 
professionals' roles. 
The final section examines the transition experience for the children, both in the 
transition class and in the preschool. Observation of the children at four intervals, two in 
the transition class and two in the preschool, provide detailed information on their 
anxiety level during transition. These observations coupled with memos from the 
professionals, and interview comments from the parents corroborate the children's 
results. 
Description of Participating Families 
The six families who participated in the study are described to provide context 
for the families' experiences and to help with the interpretation of their perspectives. 
Families are given pseudonyms in this section, and biographies are brief to protect their 
privacy. The families in this study are residents of Philliptown, a small growing suburb 
north of Boston with a population of approximately seven thousand people. All of the 
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families were living in the town when their children were bom. Two families are natives 
of the town. The others moved to the town within the past five to seven years. 
The Bertozzi family consists of a mother, father, second grade boy Nathan, and 
Janie, a preschooler. Janie was referred to Early Intervention by her pediatrician for a 
speech problem at eighteen months. A couple of months into treatment Mrs. Bertozzi 
was asked to take Janie for more testing. Janie received an autism diagnosis just after 
her second birthday. Intensive services, in addition to Early Intervention, began with 
Building Blocks, a service agency that works specifically with children who have an 
autism diagnosis. Janie went through the transition class and is now a preschooler in an 
integrated setting. She no longer has the autism diagnosis because she is not exhibiting 
the typical behavior characteristics found with autism and her social interactions are age 
appropriate. 
The Victors are a family of four. They have two boys, both of whom have been 
diagnosed with autism. The oldest son, Billy, age five, is in the community's integrated 
preschool. The youngest son, Robert, started Early Intervention at twelve months 
because he was considered at risk for developmental delay. He was diagnosed with 
autism within a couple of months. He received thirty hours of intensive therapy a week. 
Robert turned three in the beginning of January and has made the transition to the 
integrated preschool. Mrs. Victor is studying for her master's degree in special education 
and is actively involved in her children's therapies. 
Mr. & Mrs. Adams have one son, Zachary who was bom with a congenital 
orthopedic anomaly. Zachary began in Early Intervention shortly after birth. He turned 
three in January and made the transition to the integrated preschool because of his need 
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for continued physical therapy and language processing issues. Mrs. Adams is studying 
to be a nurse. The Adams family resides with Mrs. Adams' mother, younger sister, and 
her sister's son. 
Mr. & Mrs. Orland have twin boys, Ray and Steve. Both boys were originally in 
Early Intervention. Ray became ineligible for services before his second birthday 
because his speech was age appropriate. Steve continued to qualify due to speech and 
language and vision impairments. Ray was a community toddler in the transition class 
with his brother. Both are now students in the integrated preschool. Mrs. Orland is a 
"stay at home" mom. 
Anthony is a preschooler in the integrated preschool. He lives with his mother 
and father, Mr. & Mrs. Manning, and a younger sister, Donna who is almost two years 
old. Anthony was in Early Intervention for speech and language, but was later diagnosed 
on the autism spectrum. He began intensive services for his diagnosis five months 
before his third birthday. 
Mrs. Carr is a single parent going through a divorce. She, along with her two 
boys lives with her mother. She is studying to become a massage therapist. Both of her 
boys have a diagnosis of autism. Her older son, Henry is enrolled in the integrated 
preschool. Her youngest son, Ben, is in the transition class. Henry continues to receive 
home services provided by his classroom teacher for four hours per week. 
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Parent Interview I 
The Ethos of Early Intervention 
In order to discover what procedures are needed for a seamless transition for 
parents as their children move from Early Intervention to the public preschool, it is 
important to learn about the experience of parents during their first step in Early 
Intervention. The first parent interviews were conducted when the families were 
receiving only El home services. Parents recounted their children's stories from the first 
inkling of a problem to their initial referral and continued involvement with Early 
/ 
Intervention. It was interesting to note the comfort level that parents had with their 
therapists as they told of their interactions and relationships with them. When parents 
realize there is something wrong with their children, Early Intervention is often their first 
source of help. Seven themes emerged during the first interview regarding parents' 
experiences with Early Intervention. Using the iterative process, three meta themes 
(Miles & Huberman, 1984) emerged: (1) extraordinary support from El professionals; 
(2) professional issues that affect families; and (3) expansion of Early Intervention 
beyond three years of age. Each theme, with its supportive findings, will be detailed in 
the following section. 
Theme I: Extraordinary Support from El professionals 
Parents shared stories of their initial reactions when they learned their children 
were not developing typically. Although details within each family were different, their 
general reaction was one of shock that there was something wrong with their children 
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that turned to worry that turned to sadness and grief. One family discussed their grief as 
their younger child began to exhibit symptoms like their older child who was diagnosed 
with autism. Mrs. Victor shared her grief as she reflected on her first son's diagnosis and 
the possibility her second son would have the same. 
There is a real grieving process that goes with having a child with a 
disability. It is giving up a lot of what typical parents do. Going to the 
park. Meeting for lunch dates.. .we didn't do any of that. 
Mrs. Manning shared her worries as a first-time parent who was unsure why her child 
did not speak. 
It was my first child and I didn't really know anything about when children 
should speak. My pediatrician recommended a hearing test at first, which I 
had done. It showed he had 100% hearing. I then was referred to Early 
Intervention. I was a little apprehensive at first, not knowing what was 
wrong. Well, actually I was really worried that something was wrong with 
him and that's why he didn't speak. 
Early Intervention Rapid Response. Families described their involvement with 
pediatricians and then the referral to Early Intervention. Parents were anxious and 
concerned about their children's needs. All of the families were impressed with the El 
professionals' sensitivity and kindness to them. Families also appreciated the rapid 
response of the transdisciplinary team after the initial referral. Mrs. Bertozzi was 
relieved that El professionals were able to evaluate her daughter so soon after her call: 
I called them and they said "Sure, we'll come out and evaluate your 
daughter." I said the pediatrician seems to think she's delayed in speech.... 
They came out within 2 weeks of that phone call. 
Mrs. Victor was relieved that she was able to get immediate help for her second child 
based on the at-risk behaviors she noticed and with which her pediatrician agreed: 
It was his 12-month check-up that I saw his pediatrician and we started 
early intervention at 12 months. 
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Mrs. Orland was concerned that her children would have to wait a long while before they 
could be evaluated. She was surprised that the response was so fast: 
It was only probably a week or two before anyone had called and said, you 
know "here's what we are going to do". Come out, evaluate and start the 
process. So, it was very short. I was surprised. I really thought.... a 
waiting list. 
The body language of the parents speaking and the excitement in their voices about the 
responsiveness of Early Intervention made it clear that Early Intervention's timely 
responses were important to them in their time of need. 
Early Intervention Provides Training. Parents valued knowledge and information 
on how to reinforce their children's learning and extend the therapies after the sessions 
were over. During home visits, El professionals taught parents about their children's 
disabilities and how to manage them. The parents appreciated the learning experience. 
Teaching parents to become their own advocates, as well as "therapists" for their 
children's needs, was seen as an important and appreciated component of Early 
Intervention. 
Mrs. Bertozzi commented on how important the techniques she learned from the 
El provider were in order to encourage Janie's speech and help with her sensory issues. 
Janie did really well with Cara(from El) because Cara sort of honed in on 
her sensory needs. Started to figure out what made Janie respond better in 
speech with sensory things that she did with her, like you know, a lot of 
bouncing and a lot of getting her revved up would help her respond better 
to work that they were doing with her. And so, we figured out a lot of that. 
And that helped a lot. She taught me a lot of things- deep pressure and 
sensory things that really helped Janie initially. 
Mrs. Victor reflected on the help she received from the social worker who provided 
support to her in a variety of tangible ways: 
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We have a social worker who comes to the house who helps me with 
paperwork and coordinating schedules and managing behaviors and kind of 
working through ideas and stuff, sort of like a family therapist/advocate 
sort of... that's really helpful. 
Mrs. Adams shared how beneficial learning how to extend the therapies were for her 
son: 
She (the physical therapist) was able to say, "okay, this is what I want you 
to do to his foot." And, she actually helped me learn how to do it. I think 
that was a big support. 
Teaching parents to become their own advocates, as well as "therapists" for their 
children's needs, was seen by parents as an important and appreciated component of 
Early Intervention. 
Theme II: Professional Issues That Affect Families 
Sharing Difficult Concerns. Some El professionals have difficulty mentioning 
their concerns about the possibility of issues more severe than just speech, occupational 
or physical therapy. Sometimes children exhibit behaviors that are characteristic of more 
significant problems. Since El professionals do not diagnose, they need to refer parents 
to specialists if they notice such symptoms. According to the interviews, El 
professionals were hesitant about mentioning the possibility of PDD (Pervasive 
Developmental Delay) or Autism to parents. Although it is important to be sensitive, 
waiting to address the possibility of PDD or Autism threatens the start of beginning 
essential services that should be given early and often. Mrs. Bertozzi was very upset 
when she learned that her El provider suspected that Janie had a more significant 
problem than speech: 
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I give her [referring to El professional] credit, she's the one who noticed it. 
But, it wasn't soon enough. And, she had said, "I suspected". And I'm 
thinking to myself, "Gee, why didn't you say anything? I don't know. 
You're the professional. I wish you had told me." 
As a first time parent, Mrs. Manning confided that she had no idea that her son's 
challenging behavior was anything more than a rambunctious all-boy behavior. She 
realized he would get frustrated when he could not make his needs known, but other than 
that issue, she was unaware of a bigger problem: 
.. .it got to the point where I started taking Anthony to the Center for his 
OT's because he did better there than he did at the house. But, that was 
when they [special education teacher and OT] both said to me, "gee CeCe 
(mother), you know," and they had a hard time approaching me about it. 
Then they said to me, "we really think you should look into this other Early 
Intervention therapy, called Building Blocks." I had heard the word but I 
didn't really know what it was and I'm like, "what's that" and they said, 
"well it is - they deal with children on the autism spectrum." And those 
words right there just absolutely floored me. 
Mrs. Carr was more sympathetic to the El professional's dilemma of not sharing their 
concerns: 
They didn't say anything about thinking it was something more than just 
severe speech delay and that his frustration caused the behavior because 
they weren't sure. 
El professionals may be cautious about suggesting the possibility of PDD or 
Autism, concerned that they may be misreading the behavior. Sharing the seemingly 
atypical behaviors they notice with the parents, and not suggesting any label, would give 
the parents information they need to request additional intervention. It is interesting to 
note that in the pilot study, parents expressed frustration because they could not find the 
right person who would agree with them about their children's needs. The children in the 
pilot study did not have the significant needs that the children in this study manifest. 
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However, both groups experienced frustrations with professionals regarding their 
children’s disabilities. 
El Staff Changes. Turnover of El staff was a theme noted in the parent 
interviews. Some children had up to three changes of El professionals in a relatively 
short period of time. Parents were concerned about the changes in staff and the 
inconsistency in service delivery. Some staff left, but others took the summer months off 
and returned in the fall. Mrs. Adams told about her son's therapy situation: 
Linda was going to come out and work with him once a month and then she 
left Early Intervention and they determined that he really didn't need 
somebody to keep coming out [for speech], that Barb could just work on 
his speech with him [while she does PT once a week]. ... in the summer 
Barb takes off, Olivia comes only once a month... [she] is a physical 
therapist, so she is not working on the speech or the problems or discipline 
or anything. 
Parents found it difficult to introduce their children to the El professional only to find a 
new professional at their home the next week. It was disconcerting to children, 
especially those children who had anxiety due to change. Despite parents concerns about 
the changes in staffing, they understood the problems Early Intervention was having with 
staff turnover. An El administrator remarked that it is difficult to keep staff when they 
are made better financial offers (Shaeffer, personal conversation, 2001). 
Mrs. Victor explained why she thought her son had so many changes of therapists since 
beginning with Early Intervention: 
.. .1 think El has a hard time keeping staff. Particularly, speech therapists 
and occupational therapists, because there are so many other opportunities 
for them that sometimes, it is hard to keep those staff. So, it is staffing 
issues for El to provide the services that they are committed to. 
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Mrs. Manning shared how she had placed all her confidence in the El professional who 
was working with Anthony even though she had just started working at Early 
Intervention, then she left and was replaced by another new therapist. 
.. .when I first started with Early Intervention, I thought of them as the 
specialist who had all the answers- who could fix my son. Not realizing 
that, most of these kids are just out of college, you know, working. 
Unfortunately, I think El has a pretty high turnover. [Zoe was Anthony's, 
second therapist]. (P3) 
Valued Relationship. Despite changes in staff, parents formed relationships with 
all of the El professionals who provided services to their children. Parents reported that 
they felt a special closeness to the professional who goes into their home and helps their 
children. Parents felt that the supportive relationship they formed with their El 
professionals was one of the strengths of Early Intervention. Parents treated 
professionals as friends and they came to depend on that relationship. Mrs. Bertozzi 
spoke fondly of her friendship with Janie's El provider: 
She [El professional] was great. She gave me a lot of support. Not just for 
Janie but for me and handling it at home... .1 mean I didn't have a personal 
relationship with her outside of Janie, but you know, we did talk on the 
phone a lot- outside of the appointment and about other things besides from 
work. 
Mrs. Carr appreciated the support from her son's El professional: 
I think the social worker is particularly helpful.Iam pretty 
knowledgeable and I know a lot of things but there are still a lot that she 
brings to the table, just in terms of being able to help me coordinate what I 
need and you know, sometimes just to sort things out, you know. 
Mrs. Manning liked her provider's resourcefulness: 
They were really good at getting me information. I thought they were 
really good about understanding the whole child .. .Zoe would try to come 
up with- always something new and if it didn't work- she would back off 
and then try it again. ... she didn't give up. She didn't just say, "that doesn't 
work". 
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Watching the gains she was seeing with one of her sons amazed Mrs. Orland. She was 
impressed with the variety of ways her provider engaged the boys in therapy. 
I fell in love with the girl who was his first speech therapist, fell in love 
with her. She was just a calming person. ... Oh my goodness... results! 
[That] would be my biggest thing, would be results. I never saw anything 
so quick in my life. 
Mrs. Carr was impressed with the empathy and support from her son's El provider: 
I can't say enough about the support and the understanding and the 
compassion, like just knowing what has happened... She is right there. She 
tells me I can call her even when she is not here. She always tries to find 
resources for me, even when I am unable to find them she is always 
looking (P6). 
Dedicated El Professionals. Parents felt that the El professionals desired to help 
the children and would go beyond the requirements of their job to make sure their 
children's need were met. Some of the children were receiving services from agencies 
/ 
that contracted with Early Intervention. The El professionals worked with those 
agencies to coordinate services for the children and parents. Three of the families had 
additional services with Building Blocks, a program that tailors services for children on 
the autism spectrum. The families' El professionals worked closely with providers of 
that agency to make sure all professionals working with the children were aware of each 
other's goals. El professionals told parents that carrying over each other's strategies 
would make a significant difference for their children. El professionals labored intensely 
to have effective communication with the families and other professionals. Mrs. Victor 
realized the importance of all the professionals working together for the benefit of her 
son: 
One of the things we have set up with Robert is that we have a team 
meeting every 6 weeks because he has so many different people working 
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with him, it helps to get everybody on the same page. I think that is 
important. I think another thing they do really well is that... El and 
Building Blocks has really worked well cooperatively and whether it is two 
El people or two Building Blocks people or a Building Blocks person and 
an El person. There is a real openness and willingness for people to 
collaborate and to really exchange ideas about Robert. 
Mrs. Manning fondly recalled how responsive her El professional was to her need as 
much as her son's needs: 
. I started calling and saying, "I need more hours". And I need as much 
as you can give me and what was really nice is that we had one girl on 
board that whenever she had free time, and somebody would cancel, she 
would call me. So, I actually got more hours than I was on the schedule 
for. ... She called me once a week, saying, "I have extra time". And, I 
would say, "sure, come on by". (P3) 
Mrs. Carr appreciated how the El professional came to visit during her son's session with 
Building Blocks in order to learn the strategies being used with him: 
Joan would make time ... .to come in- like if she had even 1/2 hour, this is 
how dedicated she was, to make sure that ...like everyone on the team was 
on the same page, she would come out and just observe our Building 
Blocks plan with him, just so she knew what was going on and not just 
listen about what they do. She would make sure that she at least came out 
twice a month to observe, even if it was just a half-hour, just to see what 
was going on. Then, maybe a couple of weeks later, she would go and 
watch for the last half-hour, just to get a sense. She would call Corrie who 
was the Building Block provider regularly just to make sure that they were 
working on the same type of skills and I can't tell you the progress that he 
put forth. (P6) 
El Professionals Collaborate. Parents viewed the communication and 
collaboration between agencies as fundamental to El's service delivery for their children. 
They knew that having the agencies work together was a benefit to their children. The 
El professionals also did not hesitate to bring in other professionals to consult as part of 
the collaborative effort. 
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Mrs. Bertozzi noted that her El provider would bring in another professional who 
had more expertise in an area in which her daughter need to work: 
...Ingrid would also bring in other people, like that girl, Kim came in a 
couple of times to observe and we would have lots of discussions about 
where her progress would lie at the time.... 
Mrs. Manning was pleased that her provider brought in an occupational therapist to give 
her new strategies for her son's sensory needs. 
.. Zoe brought Amy(other therapist) in one day for a consult on his sensory 
needs. 
Theme III: Expanding Early Intervention's Eligibility Age 
Parents for the most part had positive feelings about their El experience and the 
El professionals who supported and worked with their families. In this first interview 
parents were already thinking about what will happen when their children no longer 
qualify because of their age. The thought of leaving Early Intervention, no matter how 
far away it may be, was a lingering concern. Some parents suggested that El should 
continue care for children and families past age three. Mrs. Manning was very 
disappointed that Early Intervention ended at three-years of age: 
I wish the services didn't stop at three. ... I think three is a hard drop off 
sometimes. I think some of these kids could really benefit longer with 
another year, or another year and a half. ... maybe not necessarily having to 
do preschool and maybe being able to do both. 
Mrs. Carr was so pleased with all of the services and support that she was 
receiving, that she wished the age requirement could be changed: 
[I] liked to increase the age that they transition out of [El] at least until 
four. I think they [El] should still be able to monitor them through that first 
preschool year, at least until the end of the preschool year.... 
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Parents felt that if their children were doing well with Early Intervention, it did 
not make sense to move them to a new system in a new place at the arbitrary age of 
three. 
Summary 
In the first interview, which took place while the parents were in Early 
Intervention with only home services, there were three themes that emerged during the 
parents’ testimonies. The first theme was the support and responsiveness of El 
professionals in their need to know about their children and how to help with their 
children's disabilities. The second theme dealt with some of the professionals' issues in 
Early Intervention such as staff turnover, the inability of some staff* to express serious 
concerns, and the dedication of El professionals to their families. Lastly, parents were 
concerned about the arbitrary age of three at which their children must leave the care of 
Early Intervention. 
Parents' Interview II: Thoughts During the Transition Class 
The second parents' interviews were conducted after the children joined the 
transition class located in a preschool classroom at the public school. The children 
participated in a 2-hour weekly integrated class run by an El professional and two 
assistants. While the children were in their class, the parents met with a family therapist 
in another location within the school. This two-tier model was designed to meet the 
transition needs of the children and parents by working with both groups simultaneously. 
This second round of interviews was designed to determine what procedures in this 
% 
transition class for toddlers and in the parent support group promoted a seamless 
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transition and what obstacles hindered that transition. They were asked to share their 
families' stories as participants in this new environment. There were seventeen first level 
themes gleaned from these interviews. Using the iterative process, four meta themes 
(Miles & Huberman, 1984) emerged: (1) the school experience; (2) overlapping of 
professionals; (3) supportive community; and (4) empowerment. Each theme is detailed 
in this section with supportive findings from the parents' voices. 
Theme I: Parent's Perceptions of the School Experience 
Class in the Public School. In this interview, parents told of their experience 
entering the school building with their children. For two of the parents it was a reminder 
of their childhood and their elementary school years. Two other parents had children in 
the school already, however, for the others it was their first experience in the school. 
The toddler class was held a preschool classroom. It was chosen so that children would 
have the opportunity to become familiar with a preschool room before leaving Early 
Intervention. In the interviews, parents conveyed their pleasure at having a class in the 
school where their children would eventually attend. Parents expressed their happiness 
at being able to meet the staff and learning how to navigate the building before their 
children left Early Intervention. Mrs. Victor, reflecting on her son's anxiety with change, 
commented: 
I think being in the school is definitely good, because it helps with that 
whole routine with Robert.... going into the building and all of that 
becomes familiar so that when we make the transition, that will be one less 
thing that will be new and difficult. 
Mrs. Manning liked the idea that her son would be with other children. She also 
thought the experience would help him become more comfortable in school: 
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It [toddler group at school] sounded like something that would be very 
good for him to be in with other children. To have some adults- other 
adults, not necessarily Mom and Dad guiding him and leading him so he 
gets more familiar and comfortable in school surroundings. 
Mrs. Adams, a former student at the school, remarked: 
..it's good because they are all town kids and they get to see where they 
would be going to school and you know, meet some of.. .the preschool 
teachers.. (P4) 
Mrs. Carr is pleased with the toddler class and feels that going to the group will help him 
become familiar with the school: 
... it helps Henry with a lot of social skills. And it helps him to get used to 
the environment because I know he will be going to school there. So, it 
was a nice transition. 
Parents Report on Children's First Encounter in the Class. For many of the 
children the transition class was their first experience being at school. Parents had 
varying degrees of separation issues when they brought their children to the transition 
class. They had to decide how they would handle separation issues. The El 
professionals gave them the option of staying with the children until the children felt 
more comfortable or they could leave and the staff would comfort their children. Parents 
made choices based on their own children's needs. All of the children had some 
separation problems, however, the degree of the problem varied with the children. 
Mrs. Bertozzi was pleased that Janie's separation issues were easy to handle: 
I mean, she knew I was leaving and she once in a while would say 
"mommy, don't leave" and I would have to stay for a little while longer, but 
it was never, like a crisis. 
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Mrs. Victor recalled Robert's crying: 
The first couple of months, he screamed the whole first hour he was 
there... and he wouldn't interact with the other kids and things but they 
kept working with him and now, he cries going in but once he is in there, 
he is fine. 
Mrs. Manning conveyed her frustration with the separation problems her son was 
experiencing, yet expressed joy when he conquered them. 
Anthony had a really difficult time and he wouldn't let me leave. He threw 
such a tantrum it was really counter-productive. Joyce who was running 
the class, felt very strongly this be a positive experience for him and not a 
negative one. And if that meant me staying, then that meant me staying. 
But, she (the teacher) talked to me about the fact that even though I was 
going to stay in the room, she didn't want me to be involved with what he 
was doing. In six weeks I only stepped out twice for 45 minutes. Then 
after 3 1/2 months we went to class and he turned around and looked at me 
and said, "Say goodbye. Mom". And he pushed me out the door. Not a 
tear! Nothing! And I left.... 
Mrs. Adams spoke about her son's experience: 
.he didn't care if I left. He is not one of those kids that sits there and 
screams because mommy is gone. He just stood and watched ... after the 
[vacation] break, they said he was right there in group and playing chase... 
he started to actually talk about some of the kids in his class which he had 
never done before. 
Mrs. Carr recounted her strategy for leaving her son: 
It was very hard at first because he's very attached to me, so every week, I 
would stay less and less in the classroom, now I can just leave him, he is 
actually excited to be there now. 
Parents were pleased when their children’s separation problems were addressed. 
They remained hopeful that the separation issues would not return when the children 
make the transition to the preschool. In this model the setting remains the same; 
therefore, there is more reason to expect fewer transition problems going to preschool. 
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Teacher Turnover. Separation anxiety was not helped by change in staff. One 
El teacher left with two weeks notice and it was difficult to fill the position quickly. 
Consequently, other therapists filled in until the new teacher arrived. This change was 
unsettling for parents as well as children. Once the new teacher arrived, children and 
parents settled into a routine, however, there was still concern about changes in staff. 
Mrs. Bertozzi expressed her frustration: 
One of the things that bothered me through that class was that they couldn't 
keep the same teacher you know. I think there was at least 3 teachers, main 
teachers that changed. ... I think that was a little bit upsetting, a little bit 
confusing to the kids. And you know what, I don't even know if it was for 
the kids. I think it might have been more of a problem for me than it might 
have been for Janie. 
Mrs. Manning was especially upset at the turnover of staff because her son has extreme 
anxiety with any changes in his routine. She expressed her concern: 
[Long description of the 3 teachers who left] And it’s hard because 
everybody has their own style. I think for a group like that when you have 
children with special needs and some of those needs are children that have 
real difficulty with transition. I think there should be, for that particular 
thing, there should be a structured way to put it together. 
Mrs. Adams recounted her son's experience: 
... .the only thing that kind of threw him off was when Linda left and they 
brought a new teacher in, which couldn't have been helped but that kind of 
threw him off because you know, he would want to go see Linda and she 
wasn't there anymore... 
Mrs. Orland, puzzled about the change in staff, said: 
.. .there was a lot of new teachers; a lot of turnover with the teachers when 
they first started. I don't know why and the teacher was an early 
intervention person. But once they found someone, I thought things ran 
more smoothly- for the whole group. 
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Including Typically Developing Children. The transition class mimics the 
preschool in that typically developing children are included. All the parents in the study 
were pleased that children without disabilities were part of the class. Parents expressed 
their thoughts very clearly on the topic. 
Mrs. Bertozzi was determined about her daughter's placement: 
I didn't want her -1 never wanted her in a room with just special needs kids, 
because she needed exposure to kids who were typical and as much as she 
could get. 
Mrs. Victor knew what she wanted for Robert: 
I want Robert in an integrated class and have him around other peers. 
Mrs. Carr expressed her reasons and desire for inclusion: 
I actually liked the fact that they [typically developing children] were there 
because .... that was my fear. That my son would never be looked at 
normally. Like, "something is wrong with that child." So it's nice to know 
that some of these children's parents already know about Henry and so, if 
the kids have a question the mothers may help explain it.... 
Theme II: Overlapping of Professionals' Services 
Parents' Report on School Professionals' Visits to Toddler Class. While the 
children were in the transition class, the school therapists and teachers had the 
opportunity to visit the toddler class to observe the children in the classroom. This 
naturalistic observation worked better than going to the one-time discharge assessment at 
another setting offered to the school professionals before each transition by Early 
Intervention. The visit also gave the school professionals knowledge of the children's 
needs so that they could plan for the children's services after the transition. Parents 
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appreciated that the school professionals had the opportunity to meet and observe then- 
children before the transition meeting. 
Mrs. Bertozzi felt that the visits to the classroom were helpful: 
[I liked]the fact that they had those teachers coming down and looking at 
the kids. And, that was another thing .... sending the specialists in to 
observe these kids.. .they did a lot of that so they know her. 
Mrs. Manning reported that having the school therapists in the toddler class 
helped them to know his needs at the transition meeting: 
And, they [school therapists] would be in and out of the classroom 
occasionally... they would get to see my son at his best and worst. What's 
really nice is that you could have the OT in there observing another child 
and here is my son, flipping out on the floor and she is noticing that. But 
yet, my son will have a good day and maybe she is still watching somebody 
else, but she is noticing that. ... she would have days that she would be in 
specifically just watching my son but what was really nice is to see the 
peripheral vision that everybody has.So they get a lot of feel for 
what the children need when the time comes to transition. 
School Professionals at Parent Group. The parents had the opportunity to meet 
the school professionals during the parents' group. School professionals explained their 
role in the school and the type of services that they provided. They also gave 
information on how they communicated with parents once the children had then- 
individualized Education Program (IEP). Parents asked questions and became 
acquainted with the professionals. The family therapist facilitated the meeting and raised 
issues that parents neglected to ask but ones that she knew might be questions they 
would have in the future. 
Mrs. Manning expressed her delight at meeting the school professionals: 
It was great! I met the principal, the occupational therapist and the speech- 
language therapist and the early childhood specialist and others. We 
could talk. 
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Mrs. Orland commented: 
... a couple of the teachers came to talk to us which was very good. I 
asked a lot of questions of [named speech-language therapist] when she 
came in. 
Mrs. Carr reported: 
It was helpful to know about the different things that they [school 
professionals] do to meet the needs of children. (P6) 
The school professionals became involved while El professionals were still in 
control. This process gave parents the opportunity to begin the relationship with the 
school professionals while feeling safe in El’s supportive system. Parents learned that 
the school professionals began the process of knowing and planning for their children 
before the transition. 
Theme III: A Supportive Community for Children. Parents, and Professionals 
In this study, parents must attend the parents' group during their children's 
enrollment in the transition class. During this time, they have the opportunity to become 
familiar with the school. The school building contains preschool through grade one. As 
participants of the transition class, these families learned facts about the school culture 
that cover the first few grades. This model program alleviates two difficult physical 
transitions. They are the transition from Early Intervention to Preschool and the 
transition from the Preschool to Kindergarten. 
Parents attended the parents' group while their children were in the transition 
group. Attendance was mandatory because the Office of Child Care Services does not 
license a school; consequently, parents had to be on site at all times while toddlers were 
in the class. The family therapist facilitated the parents' meeting. This gave parents a 
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professional who had knowledge of information and resources as well as counseling 
skills. 
Support for Parents. The first goal of the group was to be a support to the 
parents. Parents of children with and without special needs meeting together provided 
that framework of support. Parents shared positively about their membership in this 
group. 
Mrs. Bertozzi shared her thoughts on the parent group: 
I think it was a good experience overall to be up there and to be able to talk 
about it [diagnosis]. I shared some good information with Elaine and the 
other parents. And, that was really good because we got to find a common 
ground with some people and you could talk to people about things that 
they could understand as well. 
Mrs. Victor appreciated the parent group because of her own needs: 
It’s a nice sounding board for parents to kind of get a perspective on how to 
handle things... .But, I think, I really like the sharing information with and 
for me, it is nice to speak to adults because, not only do I not speak to 
adults, but my kids come home and they don't really speak either. So, it is 
sort of nice. 
Mrs. Manning commented on how the parent group was good for all parents: 
It was a group for all parents. Some had kids with special needs, some that 
didn't have special needs.we seemed to meld together really good-1 
don't want to use the word "click", but we really got along well. And what 
was really nice was that, no matter what, we were all dealing with the same 
issues. 
Mrs. Orland said: 
It [group] was a real support system. 
Mrs. Carr felt it was to learn from other parents: 
The parent group was a nice little support system because you know we 
talked about how to help with their communication. We brought up social 
stories, all the stuff I had never heard about, it just helped each of us 
become a better parent because we got all these great ideas from each other. 
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Expanded Friendships. It was interesting to note that parents became friends 
outside of the group. This opportunity added to their network of support. They spoke 
fondly of their new relationships that added to their support system. Mrs. Bertozzi 
commented on the friendships: 
.. .1 would go upstairs and that is how I met Elaine. Elaine, Pam and I have 
become friends and those two kids are the ones that have been sort of 
moving along with Lisa in the program. 
Mrs. Adams shared the friends' routine: 
And now on Tuesday mornings we meet at Dunkin Donuts.. 
Parent Education. The second goal of the group was to provide information to 
the parents about transition and any other topic of interest to them. The family therapist 
was clear that the group would have no specific weekly agenda. As issues came forth, 
the group would work on them. Inviting the school professionals and talking about 
transition were the only definitive items on the parents' group agenda. The school 
professionals were invited in the fall and the spring so that all parents met them before 
their children made the transition. The topic of transition was dealt with each time as 
children's transition dates approached. Parents valued each other as partners in their 
education of the process. 
Mrs. Bertozzi shared her pleasure with the topics: 
... .we talked a lot about transitions. In that respect, A, the family therapist, 
was good because she did focus on it when the time came. We don't talk 
about kids with special needs all the time, that's kind of boring and., not 
too much fun. 
fit 
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Mrs. Victor appreciate the family therapist's information and facilitating role: 
If people need information about things or they want to know where to get 
something, she (family therapist) knows a lot about that and that is really, 
really helpful. She does a nice job making sure everybody has an 
opportunity to participate in the group. 
Mrs. Manning enjoyed learning from other parents of typically developing 
children: 
All of a sudden Judi whose child doesn't have special needs would say her 
son is doing this and I would say, ''Oh my gosh! My son is doing the same 
thing." Because, especially where my son is first bom [as well as has] 
special needs, I would like to think I know what typical behavior is, but 
you start to lose in your mind what that is. And it was nice to hear that 
some of the people were experiencing the same problems we were 
experiencing. And we just formed some really nice friendships. 
Mrs. Adams commented: 
A lot of it was seeing how other parents were dealing with that same 
problem because all the kids were in the same age range. They were all 
having the same problems.... It was good to be able to sit down with the 
parents who had kids going through similar things and be able to get their 
views on how to handle a situation and just have somebody to talk to 
basically. 
It was interesting to leam how the parents regarded the parent group. 
Mandatory attendance had little effect on the role or productivity of the group. 
Even though the agenda of the group lacked a specific format, parents' testimonies 
confirmed that they received support at their moments of need. Parents of 
typically developing children commented on how interesting their experience had 
been in the group. One of the community parents said: 
I am beginning to understand how difficult it must be to have a child 
with special needs. It's not just your child's special needs you're dealing 
with, it's paperwork, the doctors, the meetings, and it goes on. 
Being in this group has given me new perspectives (ANye, parent, 
personal conversation, 5/9/02). 
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The family therapist brought parents back to speak to the group after their 
transition. This model has been effective because it gave the families the experiences of 
someone going through that school's transition process (A. Good, family therapist, 
conversation, 4/5/02). In the final interview parents told about learning of the transition 
process from each other. It is interesting to note that the first two families to transition 
from this study, who had transitions within a week of each other, hired advocates. After 
their transition was complete they told their experiences to the group. No one else from 
that point on hired an advocate. 
Theme IV: Empowerment: Advocating for Self 
Learning About Fighting for Services. Parents were told that they were going to 
have "to fight" for the services they wanted from the school. Comments like that came 
from family friends, agencies, and parent information groups dealing with specific 
disabilities. Although this issue was addressed during the transition discussions in the 
parents' group, the thought of having to fight for services was stressful for parents. Mrs. 
Bertozzi shared her concern: 
We went to a couple of seminars .... And that's where I got the idea for an 
advocate. They talked about how difficult it can be to transition into the 
school system.. .well, that's the thing when you start your transition and 
you start these seminars and stuff, all you hear are horror stories about the 
transition. 
Mrs. Manning shared her thoughts: 
As much as I felt comfortable about the transition, I felt very in the dark 
about the transition. Our service provider, well we were her first transition 
and she wasn't sure. And it was just all so new. I think part of it is ... I'm 
leaving my happy little family of El. We went to a seminar on parents of 
newly diagnosed children. And we didn't even have a diagnosis. We were 
sitting next to this woman who said, "You have to get an advocate. The 
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school system is not going to work with you. No! No! No! Everybody 
there was saying to get everything in writing from the school and it was- 
people just wanted to share their horror stories, and it was just awful. 
Mrs. Adams commented: 
El works with different towns and everybody is different. And I think this 
town is a little easier than some other towns. I have this impression that I 
am really going to have to fight for what I really need. It isn't going to be 
easy to get services. 
Hiring An Advocate. Despite the work on transition done in the parents' group, 
outside influences affected some parents more. The first parent to transition, Mrs. 
Bertozzi, met the Early Childhood Specialist in the doorway to inform her about the 
advocate she hired for the transition meeting. She explained: 
I just want you to know that I'm hiring an advocate. It's not that I don't 
trust you but I have to be prepared. I want to make sure Janie gets what she 
needs. You hear all these horror stories, not that it's going to happen here, 
but I've got to be sure. I'm new at this and I don't want to blow it. 
Summary 
Parents reported being pleased with the opportunities of the transition class. The 
transition class helped children become familiar with learning in the school environment. 
It offered an integrated setting, which allowed children with and without special needs to 
interact with and learn from each other. Children also met school professionals with 
whom they would eventually be working. 
The parents' group provided a caring community according to the parent 
interviews. Parents liked the opportunity to interface with parents of children with and 
without disabilities. They shared information with each other. Friendships developed 
that provided support. Parents met the school professionals during the course of 
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involvement in the group. Parents reported that outside forces such as friends, agencies, 
or speakers upset them and caused them to doubt what they were experiencing or heard 
experienced by others in the school into which they transitioned. 
Parent Interview III: Perspectives on the Transition Meeting and Preschool 
Although the official time for leaving Early Intervention occurs when the 
children turn three years old, the transition meeting is the first act of "moving forward". 
Although dialogue traditionally begins at a minimum of ninety days prior to the 
transition, often the reality of making a change does not begin until this meeting. The 
third interview was conducted with parents after they had gone through the transition 
meeting and their children were enrolled in the preschool. During the interview answers 
were sought to the research questions on what procedures were needed to have a 
seamless transition from Early Intervention to the public preschool for children, parents, 
and professionals and what obstacles hindered a seamless transition. Eighteen themes 
emerged during the third interview regarding parents' experiences with Early 
Intervention. Using the iterative process, four meta themes (Miles & Huberman, 1984) 
emerged: (1) preparation for transition meeting; (2) parents' participation in transition; 
(3) children's transition; and (4) school professionals in the transition process. Each 
theme with its supportive findings will be detailed in the subsequent section. 
Theme I: Preparation for Transition Meeting 
Preparation Help from a Variety of Sources. Preparation for the transition 
meeting happened in a number of ways according to the parents' testimonies. Their help 
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came from a variety of sources ranging from their El professional, the facilitator of the 
parents' group, parent meetings offered by agencies, and an advocate. Parents found that 
these resources prepared them for the transition meeting. Mrs. Bertozzi appreciated the 
discussion about transition at the parent group: 
She (family therapist) would bring up the topic of transition as it got closer 
to the transition of each kid, you know the actual time when we were going 
to transition to the school. She was good because she did focus on it when 
the time came. 
Mrs. Manning relied on her advocate for information: 
We hired an advocate, only because I tend to be more, "oh, my God, I don't 
know what I am doing. I need somebody that helps me.” 
Mrs. Adams looked to her El professional for information: 
Barb (El professional) talked to me about transition ever since my son was 
2. I felt comfortable in the meeting, because she would be with me. 
Mrs. Orland reported: 
Heidi told me that El had good experiences with this school compared to 
other towns. I had heard from others that they sometimes have to fight for 
services. I was geared up if I had to. 
Mrs. Carr told about going to a meeting in another town to get more information: 
Karl, his dad, and I went to this meeting run by Early Intervention in 
another town ... to get more information on how to go about the transition. 
I thought I might not get everything I want [at the transition meeting], I 
wanted to be prepared. 
Theme II: Parents' Participation in the Transition Meeting 
Parents Feelings About the Meeting. Parents had different expectations about 
their transition meeting. Thoughts about the transition meeting caused parents to act in 
different ways. Their actions correlated with their level of concern. Two parents hired 
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advocates to help them through the meeting. Mrs. Bertozzi explained her rationale for 
hiring an advocate: 
I was nervous about the meeting so I hired an advocate.That day I 
walked in there (to the transition meeting) and they made me feel right at 
home and the first thing they said was, "We're here because we want to 
help Janie. Let's talk about her and what she needs." ... .The first meeting 
was a long one because they wanted to know all about her and what we 
thought she needed. .. .that initial meeting was great. It got her all the 
services she needed and I walked out of that thing saying "yeah"! I didn't 
need that advocate, even though I was glad she was there. 
Mrs. Manning recounted her experience: 
I hired an advocate because I just really felt that I didn't know enough 
about what he should need and that somebody else could at least guide me 
through that. But, when we got the meeting, I think it was the longest 
meeting in history (4 hours), we sat down and hashed out what he needed. . 
Mrs. Carr was so nervous that she described her experience in the following 
manner: 
I thought I was going to "throw-up". I really did. I was really, really, 
really nervous. It wasn't so much for me but for Henry. I was just scared. 
I was so scared that he would get lost in the system and he was just so 
young. I was more concerned about his self-esteem and social skills. I 
was afraid he might be lost in the little comer of the room and no one 
would be able to interact with him. Even though people were reassuring 
me, it is your kid; of course you are going to get nervous. ... Everyone 
was cooperative. I got everything that I asked for to make it smooth as 
possible for Henry. 
One parent was told by her El professional that her son would not qualify so she 
was not expecting any services to be offered in her meeting. However, her son qualified 
for the preschool based on two areas of need. She was very happy. Mrs. Orland was 
comfortable entering the meeting because she had the support of her El professional: 
I think that it (meeting) was very comfortable. It was an asset having 
Early Intervention, "on my side" especially because you forget things. 
They would come up with different suggestions and kind of advocate for 
me but it was very, very comfortable, very, very easy and I just feel like 
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whatever I needed, I could ask for and it would be kind of worked out that 
way. 
Disappointment in Transition Meeting. The last parent was disappointed at the 
transition meeting. She has two sons who have an autism diagnosis. Last summer she 
brought her oldest son from a collaborative placement to the school district for 
placement in the integrated preschool. In September he will be moving to kindergarten. 
Her younger son had a January birthday; consequently, he turned 3 during the school 
year. Robert was eligible to go into the integrated preschool classroom, but Mrs. Victor 
did not want the two brothers in the same classroom. The school offered to pay for 
Robert to stay in Early Intervention on Tuesday and Thursday mornings with the teacher 
who was also his El occupational therapist. Then Robert would stay all day and be in the 
afternoon class on both days with his El speech-language pathologist and a small group 
of six children. Robert would have a personal assistant, who also worked in the 
transition class, to help him interact with the curriculum and tend to his needs for the 
entire day. On the other three days Robert would have a home program. This schedule 
would begin the school day following his third birthday and would continue until school 
ended in June when he would be given a summer program based on Mrs. Victor's 
wishes. The transition for Robert's brother would occur at the end of school allowing 
Robert to go to the integrated preschool classroom, which is a small, integrated class 
designed for children on the autism spectrum. Prior to the transition meeting, Mrs. 
Victor stated that plan would not be acceptable: 
When I came to the IEP meeting and was told that there was no placement 
here for him, that we were going to look at outside placements, I was 
really upset. I know I was offered the two days and home program, and 
when I had said that wasn't going to work, that was really hard. I thought 
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something else would be offered. ... I think the hard part was that we 
weren't envisioning what the transition was the same way. 
The transition meeting ended with a plan for Mrs. Victor and the Special 
Education Director to visit other schools in the area. A week passed and there were no 
visits. The Special Education Director found that there were no other integrated 
preschools with the same design within reasonable driving distance. Mrs. Victor visited 
a collaborative with Robert, but the administrator said that setting would not be 
appropriate for him. Mrs. Victor asked for another meeting. She wondered if her son 
could go in the three-day class on Monday, Wednesday, and Friday, which is held in the 
same classroom as the El class. There are thirteen children in the class and Robert 
would make fourteen. Six of those students stay all day. Although Mrs. Victor felt the 
numbers were too high, she preferred that setting to the original offer. Everyone 
including the classroom teacher agreed to this arrangement. Robert's home program 
would occur on Tuesdays and Thursdays. The agreement was reached three weeks 
before Robert's third birthday. Mrs. Victor comments on the final outcome: 
... .everybody was flexible, we were able to work out what he has now, 
which I think is great. In all honesty, I am so happy with how things are 
now. And, everybody was really great, I mean, Mrs. Lee (classroom 
teacher) has really been wonderful with accommodating him and Mrs. 
Howe (his personal assistant) -1 mean that was a real coup! I was just so 
excited because she had been in his El group and she really seemed to 
know him and I think the best thing was that everybody was really 
enthusiastic to work with him. ... Even though there was the breakdown at 
his IEP meeting in terms of we weren't going to have something here and 
what I want and what you want, we were still able to work all that out 
before his birthday.So, I mean, seamless, doesn't necessarily mean 
without sort of miscommunication or gaps, but seamless means not having 
a gap in his services, which we didn't have. ... I mean for me, and 
probably for you, we had to work through that stuff, but I think for him, I 
don't think his transition could have gone better. So, I feel like, it was 
seamless for him and I don't care if it is not seamless for me. I mean, it is 
my job to be his advocate. It is my job to make sure that I try to use my 
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best judgment to get him what I think the professionals are recommending 
and we have done that. And, I think he is doing well. 
Theme III: Parents1 Reflection on Children's Transition 
Parents reported that their children made smooth transitions to the preschool. 
They commented on the children's comfort in the transition which they attributed to the 
children's familiarity with the classroom, playground, and school building. The children 
had seen the school professionals when they observed in the classroom. Certain school 
professionals co-treated some of the children while they were in the Early Intervention 
classroom. Teaching assistants worked in the Early Intervention classroom and would 
transition with some of the children into their preschool classroom. Hearing the parents' 
voice gave a clearer indication of their feelings about their children's transition. Mrs. 
Bertozzi explains about Janie's transition: 
It was such an easy transition for Janie. We had Mrs. Jones coming to our 
house for home services and she did the speech-language in the classroom 
too. Ms Rose and Ms Zinns were the assistants in the class. (Both of 
them were in the El class too.) 
Mrs. Victor expresses her thoughts about Robert's transition: 
I think if he hadn't had the opportunity to be in that classroom that we 
would be dealing with a whole host of other behaviors right now. And not 
with "is he participating in the activity?" We would be dealing with "okay, 
has he stopped banging his head against the floor?" It's a whole different 
realm of things that we are dealing with and I think the class in a lot of 
ways prepared him. It helped to sort of minimize and in some cases 
eliminate a lot of interfering behavior. And the class helped him kind of 
work on those transition skills... 
Mrs. Manning shares her son's experience: 
I went in to drop him off and he turned around and looked at me and said, 
"Say good-by Mom". And I left. It took us several months to get there. 
And I am in firm belief, that if we hadn't had that Early Intervention 
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program here at the school, that I would have been behind the eight ball 
with him. 
Mrs. Adams tells about her son's transition: 
He is starting to realize that he goes more than once a week and maybe 
then he'll catch on that it's different. The teacher is different, but the room 
is the same. .. .1 don't think he knows there is that much of a difference. 
Mrs. Orland recounts the first day in preschool: 
I was all geared up that it was going to be this big traumatic thing and the 
first day of school, they just go in, hang up their coats, find their nametags 
and they just go off and (say) "you go have coffee, mom. I'll see you 
later". It's been great! 
Mrs. Carr shared: 
.. .he was like, I can do this, I know this building. It was more familiar. 
Parents reported that being in the transition class made a significant difference in 
the children's readiness for going to preschool. They also said that their children were 
less anxious in the preschool because the children knew some of the assistants from the 
transition class. Parents felt attendance in the transition class helped the children become 
familiar with the building, the classroom, and the routine. 
Theme IV: Parents' View of School Professionals in the Transition Process 
Parents reported their pleasure that the school professionals knew their children 
before the transition meeting. Professionals often observed their future students in the 
Early Intervention transition classroom. Observation in this naturalistic setting allowed 
the professionals to see the students and determine their needs. It provided opportunity 
for collaboration with the El professionals who were there. The visits enabled the 
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children to get to know their future therapists. The parents' voices described their 
enthusiasm for this model. Mrs. Bertozzi commented: 
I know that they had been in the class (El transition class). Mrs. Anders 
(OT) had been in the class to observe her and in fact, she had worked with 
her. Mrs. Quinn (SLP) observed, ... They all did come visit and that was 
a good thing. .. .1 guess that is how they (school professionals) determined 
how and what she needed, because they had been observing her. 
Mrs. Victor remarked about the school professionals: 
I think it was nice to have all the input from the other professionals, like 
the speech and OT from El and the speech and OT from the school who 
are going to be working with him. I think that is good. 
Mrs. Manning shared: 
I had met.. .the speech therapist and the OT . ... (While I was sitting in 
the classroom with Anthony)They would be in and out of the classroom 
and even if they were observing another child, they would get to see my 
son at his best and his worst, which was really nice. I felt like they really 
knew my child. 
Mrs. Adams recognized the speech-language pathologist with her son: 
Mrs. Quinn was talking to Zachary in the (El) class when I went down. I 
knew her and I knew she knew Zachary and she would give him a fair 
assessment. 
Summary 
When looking at the data from the final interview, there were several procedures 
that needed to be in place for a seamless transition according to the parents. Parents 
needed information about the transition process at the school and the options available to 
them so that they could make informed decisions. The parent group was helpful in 
providing a place for gathering information. It seemed that the most convincing 
evidence on describing the transition process came from the testimonies of the parents 
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who had been through the experience. Testimonials of parents with children who had 
different kinds and varying degrees of special needs gave parents personalized 
experiences with which they could identify. 
Collaborating with the parents between the transition meeting helped to develop 
rapport. Parents felt comfortable about contacting the school professionals while their 
children were in the transition class. Dialogue between parents and school professionals 
occurred in the parent group, as well as in the hallway and on the phone. These early 
interactions helped parents know that there was a supportive network in the schools. 
Even when the transition meeting was disappointing for a parent, the parent never felt 
the issue could not be solved. In order to provide procedures that support a seamless 
transition, parents noted that collaboration, communication, and a desire to work together 
must be present. 
Parents felt that their children moved from one program to another with ease. 
One parent felt her son did not even realize there was any change except he was going 
two days instead of one. Another parent pointed to the continuation of services from one 
week in Early Intervention to the next week in the public preschool. Some parents of 
children with severe special needs believed that some of their children's interfering 
behaviors around transition were handled in the transition class so entry into the 
preschool went smoother. Parents felt that having the school professionals know their 
children, and in some instances work with their children before the transition, helped the 
school professionals to begin services where Early Intervention stopped. 
Professionals Respond: Open-Ended Questionnaires 
Introduction 
The Early Intervention and school professionals, who serve as facilitators in the 
transition from Early Intervention to the preschool, were given open-ended 
questionnaires to elicit their opinions about the transition process. The questions 
explored the expectations and experiences of the children, parents and professionals. 
The questions also examined the efficacy of the transition program by identifying 
elements that were needed for a seamless transition from Early Intervention to the public 
preschool. These questions were answered from the perspective of the professionals 
using the data gathered from their questionnaires. 
The first part of this section discusses the questionnaire that was given to the El 
professionals before the transition class. Their ideas are labeled as "El" for Early 
Intervention and are numbered one to eleven. The next section focuses on the 
questionnaires given only to the El professionals who were involved in the transitions of 
children and families who attended the transition class. Their ideas are labeled with an 
"E" to distinguish El questionnaire one from El questionnaire two and are numbered one 
to five. The last section examines the questionnaires of school professionals. The 
questions were developed in collaboration with the El education coordinator to make 
sure both Early Intervention and school issues would be considered. The school 
professionals’ ideas are labeled with an "S" and are numbered one to ten. 
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Change in Early Intervention Structure 
The area El program divided their therapists into service delivery teams for each 
geographic area they service. This change occurred for two reasons. First, it was 
difficult for El therapists to keep abreast of the nine cities' and towns' eligibility 
requirements and it was also difficult to get to know the public school staff well with so 
many school districts. Secondly, the public school Early Childhood Specialists in the 
participating schools asked if the therapists could be assigned to specific school districts 
for consistency. The El team servicing the town in this study also provided services to 
two other towns. This system drastically reduced the number of therapists who 
interfaced with the public school thus contributing to both staffs getting to know each 
other due to more frequent interactions. 
El Professionals: Questionnaire I 
The El professionals were surveyed twice. The first survey was distributed 
before students entered the transition class and the second survey was given to those 
professionals who participated in transition of students who were enrolled in the study 
group. The first survey was given to eleven El professionals on the team assigned to the 
town in the study. Of those professionals, only nine had been involved in transitions and 
only five had participated in transitions to the town being studied. Five therapists 
worked full time and six worked part-time. One therapist was employed by El for ten 
years. The remaining therapists worked from less than one year to five years with most 
professionals employed one-two years. 
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Informal and Formal Transition Practices 
Eleven of the El professionals respondents were asked to explain the informal 
and formal practices they used with families to help them transition to the public school. 
The informal practices are suggestions that professionals may use to help make the 
transition process less onerous for families. Two professionals began the dialogue about 
transition at the initial screening. Four professionals began discussion of future service 
delivery between 24-30 months. One professional discussed the children's eligibility of 
service in the next placement and three visited preschools with their families. One 
professional explained the difference between home-based and school-based therapy and 
referred families to "Parent to Parent", a helpline run by experienced El parents. Five 
called the public school liaisons to inform them of future referrals. There was little 
consistency among the El professionals' informal practices. 
The formal practices represent the recommended practices according to Early 
Intervention protocol, however, there was no consistency in following the standard 
recommendations. Nine of the eleven professionals helped the families write their 
referral letters. Three professionals invited the school to be present at the discharge 
assessment and four actually attended transition meetings. One professional told 
families about Chapter 766 training and provided a timeline about sequence of transition 
events. Families' information about the transition process depended on their El provider. 
Themes From Questionnaires 
El professionals on the team that interfaced with Philliptown, answered the first 
questionnaire giving their perspectives on the problems and issues of transition. 
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Answers were coded and key-linkages sought. Several themes emerged from this 
process. They were family-centered versus child-centered, criteria for eligibility, 
movement from home-based to school-based, service delivery, and loss of a relationship. 
Family-Centered versus Child-Centered. Early Intervention was depicted as 
family-friendly compared to the child-centered focus in the school by the El 
professionals. The El professionals expressed concern about the mission difference of 
both agencies. The difference in the service plans delineates the distinction between the 
two models, the Individual Family Service Plan (IFSP) versus the Individual Education 
Plan (IEP). Some El professionals felt that the IEP dictated lack of involvement with 
the families due to the focus on the children. One professional commented that the 
school "views family problems or needs as non-academic" so the school will not address 
family problems even though they may impact the children's functioning (El 2, El 10). 
Another felt that families do not get family-oriented services that they had with Early 
Intervention after they are discharged so families are left without the support for their 
needs (El 3). Yet, another professional gave an alternative perspective "I think El 
caseworkers often set the family up with idea that the school system is different, a 
challenge, not as caring as Early Intervention" (El 5). 
Differences in Eligibility. Eligibility criteria not only differ between Early 
Intervention and the public school, but often differ from school district to school district. 
Early Intervention professionals had a difficult job understanding and explaining the 
rationale to parents. The uncertainty about service delivery increases the anxiety of 
parents in transition. Early Intervention provides services to children with a 6-month 
delay in one area, but may work with children based on clinical judgment (El 5). 
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Schools' eligibility criteria vary depending on the school district. Some schools provide 
services if children are delayed 6-month in two areas while other districts will provide 
services beginning with a 9-month delay in 2 areas with one area being cognition (El 4). 
It is difficult for families and caseworkers to understand why children can receive 
services based on their disability from Early Intervention, yet do not qualify under the 
school criteria (El 8). Professionals from Early Intervention and the school professionals 
do not understand each other's eligibility requirements. It is troublesome for El 
professionals to think that where a family lives makes the difference between services 
and no services (El 10). 
Home to School-Based Services. Generally when children transition to the 
school, they no longer have a home component to their service delivery. Parents who 
had weekly visits from El professionals now send their children to school for those 
services. One professional mentioned that the movement from home-based service to 
school-based services was a big adjustment for families (El 7). It is hard for families to 
change from the home-based model to the school-based model with no weekly home 
visits or interaction with the professionals providing services to their children (El 5). 
Working with the children and families in their home is more relaxing and less scary 
than going to the unknown in the school. Children can be overwhelmed trying to adapt 
to a bright, colorful classroom filled with other children (El 6). Some parents 
corroborated the importance of the El professionals' home services in their interviews. 
They felt that seeing how the professionals worked with their children taught them how 
to continue the therapies. 
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Service Delivery. Concerns that parents share with El professionals reveal that 
parents are anxious about their children's adjustment to school and the lack of immediate 
feedback they will receive from therapists. They also worry that their children will not 
get the appropriate amount of services. 
Parents expressed .worry about child's adjustment as well as their own 
adjustment" (El 1). Eight professionals noted parents' concern about their children's 
adjustment and the lack of parent support in their questionnaires. "Parents don't get 
feedback on regular basis. They aren't included in classroom activities and receive little 
written updates on regular basis" (El 3). 
Six professionals commented on parents' mention of their concern with the lack 
of communication with therapists. Parents thought that since they were not present while 
the therapy is being done, they would not know how to reinforce the therapy strategies at 
home. Parents are concerned about the amount of service in each therapy area. When 
children go from one-on-one therapy to receiving therapy in the classroom, parents 
wondered if their children would receive the amount of intervention that they really 
needed (El 4, El 6). Parents felt their children would be lost in the group (El 7). Parents 
believed that they would need to "fight" for services in order to get what they wanted. 
This was especially true, they felt, if their children had significant disabilities (El 10). 
One professional expressed parents fears "that they will not be heard" (El 9). The 
"realness" of these fears was substantiated in the parent interviews. 
Loss of a Relationship. Parents expressed their sadness of losing the personal 
relationship with the El professional. This finding is corroborated in the parent 
interviews as well. The loss of the personal relationship between the El professional and 
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the family makes leaving El difficult. It was interesting that one El professional 
wondered if "it would be possible to have an El staff person be part of the (preschool) 
classroom" to provide that continued support (El 6). 
During the course of this study two teaching assistants and two speech-language 
pathologists worked for Early Intervention and the school at the same time so some of 
that support was available to families. Parents commented in their interviews how 
helpful it was when some of the staff remained the same. 
Often families are not ready to think about going to school at this age especially 
when they are just coming to terms that their children may not outgrow their disability 
(El 7). They are concerned that the support they find in Early Intervention will not be 
found in the preschool. Many parents feel they have had a personal relationship with 
their El service coordinator. When they transition they worry because they do not have a 
face and name to replace that individual contact and do not think they will have the 
opportunity to develop that type of relationship with a school professional (El 7). 
Parents are not sure if they can trust the school (El 8). 
Professionals1 Thoughts on the Transition Meeting with Parents. Regarding lack 
of parental supervision: El professionals were asked to comment on the transition 
meetings that they attended in the public school in regard to openness to El's 
recommendations, support of parents, and overall ambiance of the meeting. Although 
the professionals stated that openness to their recommenda-tions varied based on the 
town, having their recommendations ignored in the meetings was felt by less than half. 
Professionals were more concerned about the lack of parental involvement in the 
meetings. School professionals generally spoke to El professionals, but were less apt to 
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include parents in the discussion (El 3). Although the school professionals generally did 
a good job explaining the purpose of the meeting, it was felt there was little support for 
trying to understand parents' point of view (El 7). The IEP meetings were more formal 
than IFSP meetings and there were generally a lot of people at them- "it's scary for 
parents" (El 5). 
In a discussion on barriers and solutions for transition, when asked to describe 
barriers in the transition process that keeps children, parents and professionals from 
experiencing a seamless transition, the professionals felt that lack of communication 
before the transition between the agencies and between parents and preschool 
professionals were the biggest barriers. They offered a variety of suggestions to remove 
the barriers that they envisioned. 
One idea was to coordinate the discharge assessment from El with the school so 
that using mutually acceptable assessments, the professionals from both agencies could 
join efforts so that the last assessment from El could be the first school assessment (El 
4). Having the school professional attend a session in the home prior to the transition 
meeting where the school professional could explain the IEP to the family and discuss 
options in the school (El 8, El 10). Another suggestion was to have regular "transition" 
meetings between El and the public preschool to talk about programming, assessment, 
and other issues that may affect transition (El 6). One of the most interesting findings 
was the desire for all of the El professionals to work toward solutions to make the 
transition seamless for families and children. 
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El Professionals: Questionnaire IT 
The second questionnaire was given to El professionals who were involved with 
the transition of children in the transition class. The purpose of this questionnaire was to 
determine if there were any differences in attitude or feelings about transition when 
children were involved in the transition class. There were five respondents as one of the 
professionals was the service coordinator for two of the children in the transition class. 
Two speech-language pathologists, one family therapist, one occupational therapist, and 
one physical therapist completed the questionnaire as therapists who completed 
transitions for those who participated in the transition class. 
The first question asked El professionals to describe any concerns parents 
expressed about the transition process into the town's public preschool. Four 
professionals mentioned parents' concerns about leaving El. Five discussed the parents' 
fear about not having enough services and the way services may be delivered. Two 
professionals reported parents' anxiety over larger classes. One professional mentioned 
parents' concerns about losing control over therapies since the parent would not be 
present during the sessions. 
Transition Meeting After Class Attendance. The professionals were then asked 
to describe their thoughts about the transition meetings because of their involvement 
with the transition class. The professionals clearly felt that the transition meetings were 
supportive and effective. One El professional explained her experience: 
My experience has been positive. There were not any surprises at the 
meeting. The plan had been discussed prior to the formal meeting. Since 
there were no surprises the meeting went well and people appeared to be 
on the same page. (El) 
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Another professional commented: 
Transition meeting was positive. Transition team was interested in parent 
and El staff input. (E 2) 
This El professional compared her experience of transition with other towns who did not 
have this transition class in place: 
I have felt that transition meetings at Philliptown to be more family 
centered than other school systems. The atmosphere is open and 
supportive. The Special Education staff were interested, listened, and 
made every effort to accommodate team suggestions (E 4). 
The professionals were asked about any barriers to a seamless transition. Two 
felt there were no barriers. Two others believed that planning with parents and El in 
advance of the transition meeting was beneficial, thus making the transition meeting 
more of a formality where the IEP was written. One professional wanted the transition 
meetings one to three months prior to the children's third birthday. All professionals felt 
that the children's participation in the El transition group supported a smooth transition 
to the public school. 
The School Professionals' Questionnaire 
School professionals were given a survey after the children made the transition 
into the preschool. Ten surveys were distributed and returned. Participating in the 
sample were four preschool classroom teachers, two teacher assistants, two speech- 
language pathologists, one occupational therapist, and one physical therapist. The 
themes that emerged from the school professionals' questionnaire were: (1) parents 
cautiously optimistic, pleasantly surprised; (2) opportunities within transition class; (3) 
relating to El parents; (4) positive view of transition meeting. 
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View of Parents* Experiences: Parents Cautiously Optimistic. Pleasantly 
Surprised. The first question asked the school professionals to describe experiences that 
parents expressed to them about the transition to the preschool. The parents from Early 
Intervention seemed apprehensive about the transition of their children into the public 
preschool. They admitted they had fears and were initially very nervous [S 5,S7, S 
8,S10]. Some parents were concerned about the appropriateness of the program and 
services [S2, S5, S10]. However, parents felt supported and very quickly developed a 
trust and good feeling about the services and program [S3, S8, S10]. Parents were 
pleased about the commonalties between Early Intervention and the preschool such as 
staffing (two of the preschool teacher assistants also worked in El transition class, two 
speech-language pathologist worked for El and preschool), building, play space, and the 
town's community children [S3, S4, S8, S9] 
Opportunities of Transition Class. The school professionals were asked their 
opinion about having the transition class in the public school. All ten respondents 
commented positively about the El transition class in the public school. The parents and 
children had the opportunity to become accustomed to the school before the transition 
[SI, S3, S4, S5, S6]. It was helpful for the children to meet the professionals with whom 
they would be working after the transition [SI, S3, S4, S6, S8, S10]. Some professionals 
commented on the continuity between El and preschool programs and staff in the open- 
ended questionnaire [S2, S4, S5, S6, S7, S9]. The opportunity to observe "future 
preschoolers" was an important feature of having the El transition class [S4, S8, S10]. 
Scheduling conflicts often prevented school professionals from attending the El 
129 
discharge assessment so having the availability of seeing the students in a natural 
environment was helpful. 
Relating to El Parents. The family therapist notified the Early Childhood 
Specialist in the school each time parents were ready to meet the public school staff. 
The following professionals were invited to speak: the Principal, Early Childhood 
Specialist, preschool teachers, speech-language pathologists, occupational therapist, and 
physical therapist. The questionnaire revealed that the school professionals found this 
experience to be positive for themselves as well as the parents. 
One teacher commented that she highlighted the use of multiple intelligences 
teaching strategies used in the preschool class. She explained to parents how this 
strategy helped all children to access the curriculum. She also explained how all 
children were taught sign language [S4], Other teachers spoke about the classroom 
routine and the integration of services in their classroom [S6]. Parents asked questions 
of the teachers. They felt parents were satisfied with their answers. One teacher 
commented that parents expressed positive feelings about being able to meet with people 
who share common experiences with their children [S9]. Parents freely shared that they 
were nervous and had concerns about "moving up" to PreK [S4]. The therapists, on 
different days, shared their role and program, and then answered parents' questions [S5, 
S7, S8, S9]. Two therapists mentioned that parents were pleased that therapists could 
observe their children in the El class before the transition meeting [S7, S8], The two 
teacher assistants did not speak to the parents' group because they interact with the 
parents before and after each transition class session. 
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The principal was asked to comment on her participation in the parent group: 
I enjoyed meeting the parents who eventually will be [school] parents. It 
gave me an opportunity to introduce myself and tell about our school. I 
can dispel rumors about how we do business and invite them to call me if 
they have any questions. We have a wonderful program here; we are a 
Blue Ribbon School. It is important to let these new parents know what 
we have to offer their children. Having the El class here has been helpful, 
because parents know we have a lot to offer and they are more apt to want 
their children here than opting for an outside placement. It's nice to 
establish a relationship with the parents before they become ours. 
Positive View of Transition Meetings. School professionals were asked to 
describe their impression of and reaction to the transition meetings they had attended. 
They commented on the request for services from Early Intervention, equity of 
participation by Early Intervention, parents, school professionals and overall ambiance of 
the meeting. Of the ten respondents, only seven had attended transition meetings. 
All reported that the transition meetings went smoothly. Some attributed this to 
the fact that El professionals, parents, and many of the school professionals had already 
met each other because of the El transition class [S4, S5, S8, S9], Having the El 
discharge reports early allowed therapists to visit the El transition class and observe the 
children with the El assessment to reference [S7, S8]. Visits to the transition class gave 
the school professionals the opportunity to know the children and it provided them with 
first-hand knowledge so they could speak about the children's needs [S5, S8]. Since all 
the participants were aware of the children's issues, a thorough discussion of their needs 
was possible at the transition meeting. Parents were encouraged to ask questions and 
participate in the process [S3, S4, S8, S9]. Parents and professionals were often 
encouraged to advocate openly and honestly in order that the children receive the 
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services that were needed [S9]. Many of the points made by the school professionals 
were also corroborated in the parent interviews. 
School Professionals' Suggestions for Transitions 
When school professionals were asked what they thought would be helpful to 
ensure a seamless transition from Early Intervention to the public preschool, there were 
various responses. Some mentioned the desire to have more regular meetings and 
planning time with El professionals than just the two meetings a year at the school for 
both staffs plus the actual transition meetings [S6, S7, S8, S10], It was interesting to 
note that the school professionals made the same request, as did the El professionals 
regarding more regular meetings and planning time. One school professional expressed 
her idea: 
Including El and preschool staff in common training and planning times 
during the school year would help to ensure more consistency in 
curriculum, techniques, and strategies. This would also allow the two 
populations to "walk a mile" in each other's shoes [S9] 
Others commented on keeping communication open with parents and continuing 
to help them understand the benefits of inclusion as well as continuing to explain school 
policies and procedures to parents while still in Early Intervention [S4, S5, S7, S9], 
Summary 
The findings from the first El professionals' questionnaire demonstrated that the 
El professionals saw the differences between the Early Intervention and the preschool as 
obstacles. They recounted the lack of family support, the differences in eligibility, the 
fear of little feedback and education for parents, problems with service delivery, and 
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little personal contact with school professionals. In the second question given to those 
who had children in the transition class, the findings revealed that many of those issues 
were addressed or minimized. The El professionals involved in transitions spoke about 
the school as being "open, supportive", "interested in El and parent input", "listened and 
made every effort to accommodate team suggestions", "no surprises, plan discussed 
before formal meeting". These findings were also supported in the parents' findings. 
All of the school professionals surveyed agreed that the transition model made a 
positive difference in the transition for children and parents. They appreciated meeting 
the parents, having the opportunity to observe the children and collaborate with the El 
professionals before the transition. Some of the school professionals tried suggestions 
from the El professionals and found them helpful. Both El and school professionals 
wanted more training and planning meetings to enhance their understanding of each 
other and the families they serve. 
Observations of Children 
Procedure 
Children were observed on four occasions during the transition process to 
determine the effects of transition on them. The children were observed four times, for 
one hour each time, during their second and sixth sessions in Early Intervention and 
again after the transition in the second and sixth sessions of preschool. The focus of the 
observations was on engagement behavior because children who are not anxious in their 
setting will participate in activities, play with toys or other children and interact with 
adults. When they are anxious in the setting., children will cry, refuse to participate in 
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activities, cling to an adult or not interact with peers and adults. The Plachek (Tawney & 
Gast, 1984) recording procedure was employed which used time sampling where 
behavior was noted at the end of a time unit. Each hour was divided into time units of 
five minutes and the behavior of engagement or non-engagement was recorded at the end 
of each five-minute unit as measured by a stopwatch. I then determined percentages of 
engagement for each class session for each of the children. The main concern with 
reliability according to Tawny and Gast (1984) was that the human observer might drift 
away from the standards to be observed. To counter this problem, assistants videotaped 
the sessions as the researcher observed in order to recheck findings. 
Composition of the Transition Class 
Six children were observed and videotaped over the course of this study. Entry 
into the transition class occurred when the children were twenty-four months. Three of 
the children, Janie, Anthony, and Henry entered the transition class within two weeks of 
each other. There were three other children with disabilities who were enrolled in the 
initial class, however, one moved away and two did not qualify for continued services 
thus they did not meet the criterion for this study. Steve, Robert, and Zachary joined, as 
they became age eligible and were the next children that met this study's criterion of 
completing three phases of the transition process. 
Transition from Home to School: The First Meeting 
The El professionals were given the opportunity to bring the children and parents 
to the transition classroom for their therapy in place of their home session to help the 
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children get ready to begin the transition class. During the afternoon on Tuesdays no 
class met in that room. Anthony and Robert's therapists were the only professionals who 
took advantage of this offer. 
The other opportunity for easing transition was when all new parents and children 
were required to visit the site on Tuesday morning between 11:30am to 12:30pm the 
week prior to their first session. Children entered this program when they were between 
twenty to twenty-four months; therefore, this orientation time occurred throughout the 
year before the children's transition. The orientation was used to acquaint children with 
the class, give parents information about class procedures, and have forms signed. 
The class was comprised of nine children; six children enrolled in Early 
Intervention and three typically developing children from the community. Children were 
referred by their El professional and entered the class when space was available. The 
number of children in the class was controlled by El regulations. The children stayed in 
the transition class until they turned three. The focus of the observations was on the 
children serviced by Early Intervention. 
Early Intervention Transition Class: Session Two 
The observation and videotaping began during the second session after the 
children entered the El class. The second session was chosen because children needed 
some time to explore the room, learn the routine of the class, and work with the El 
professionals before observation of engaging behaviors began. Observing during the 
second session was early enough to determine how the students were managing the 
transition. The second session observation avoided the problems that sometimes occur 
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during the initial day of a class. The observations and videotaping began 15 minutes 
after the children arrived. The El professionals' progress notes along with parents' 
reporting were used to triangulate the data. 
Zachary and Steve exhibited the most engaging behaviors. They played with 
toys, interacted with the El professionals, and attended and participated in circle and 
craft time. Zachary was more cautious about entering play whereas Steve moved from 
toy to toy. Janie played with toys, made the craft and enjoyed singing songs. Her 
tantrum behavior occurred during transitions within the class time. Henry's mother 
slipped out of the room when Henry started to run around the room. An El professional 
tried to engage him in play, but he did not stay with her for long. He did not sit at the 
circle, but rather roamed about the room. He would only sit for a short time and he did 
not complete the craft activity. He would scream when encouraged to play with a toy. 
Henry settled down when a train toy was given to him that would move around in a 
circle when he pushed the button. After he played with this toy for ten minutes, he was 
more cooperative about sitting at the table for snack. Anthony and Robert cried for the 
entire hour. Anthony cried hard at first then went to a whimper. He never left his 
mother's lap during the hour. When an El professional tried to engage him during his 
whimper, he started to cry intensely again. Robert also cried the entire hour clinging to 
his Building Block provider. She tried to show him objects to entice him to play, but he 
refused to look and continued crying. The occurrences and percentages of engaging 
behaviors are listed in Table 2. 
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Table 2 
Early Intervention Session Two Engagement Behaviors 
Name Total Occurrence of Engaging Behaviors 
out of 12 Target Behaviors 
% of Engaging 
Behaviors 
Janie 6 50% 
Anthony 0 0% 
Henry 4 33% 
Steve 12 100% 
Robert 0 0% 
Zachary 9 75% 
By the time Janie, Henry, Anthony and Robert were ready to enter their transition 
class, all of them had received a diagnosis of autism. Anthony and Robert exhibited 
more anxiety in the transition class than Janie and Henry. Steve's twin brother, Ray, was 
a community child in the class. Steve appeared to have no anxiety with the transition as 
he had his brother with him. Zachary stood back and watched the group four times 
during the hour but other than those times, he engaged in the activities offered. The 
progress notes corroborated the observations. The parents' perspectives of their 
children's first transition were also in accord with the observations. 
It is important to reflect on the research questions to determine if any of the 
procedures of the first transition were helpful for the children. Zachary and Steve 
appeared to have no anxiety during the second session. The transition procedures that 
occurred for them were the orientation with their parents. Neither of their therapists 
brought them to the school before the orientation. Anthony and Robert's therapists 
brought them four times before their transitions. Since those who had the diagnoses 
appeared the most anxious, it may be important to determine if the symptoms of the 
disability cause the anxiety rather than the transition. This finding is similar to the pilot 
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study where two of the children with special needs had difficulty interacting with 
activities at the session. 
Early Intervention Transition Class: Session Six 
During the observation and videotaping of the sixth sessions, Zachary and Steve 
continued engagement behaviors such as playing with toys, working on puzzles, 
participating in circle time, and eating snack. Although Anthony had stopped crying, his 
mother could not leave. He would not venture very far from her. When El professionals 
would tried to engage him, he would run back to his mother. He looked around the room 
and watched the children, but he did not participate. Any attempt by his mother to leave 
resulted in loud crying and screaming. 
Janie continued to have difficulty when she was involved with a toy and was told 
that it was time to stop. This action caused her to tantrum. The length of her tantrum 
was less at this session than the previous one. 
Henry's mom was trying to leave the room when the taping began. Henry stood 
at the door and cried after she slipped out. He would not let anyone console or hold him. 
Circle time started with Henry still sobbing. When the singing began, his demeanor 
changed immediately and he went to sing. During the story, he roamed. He screamed 
when he was helped to participate. Henry ate during snack time and used the sign for 
"more". 
Robert continued to cry and cling. When the Building Blocks provider tried to 
put him down, he would try to crawl up her body. He stopped whimpering to take a 
drink and when someone dropped a toy that made a loud noise, he looked in that 
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direction. For the duration of the observation he did not leave the provider’s arms. 
There were no changes in Robert's engagement behaviors from session two to session 
six.. 
The numbers of engaging behaviors increased for Steve, Janie, and Henry 
between the two sessions with Zachary continuing at the highest level of engagement 
possible. Even Anthony, although not participating in engaging behaviors, appeared less 
anxious in the classroom. Robert was doing less crying and more whimpering while still 
clinging to his Building Blocks provider. The progress notes showed that there was 
some growth whether it was less crying, or more participation. These findings indicated 
improvement of engaging behaviors. It seemed that by attending the session each week 
children were exposed to activities that aroused their curiosity and eventually caused 
them to choose participation. The staff supported the children while they were given 
continual opportunities to be successful. These practice sessions helped them to move 
forward. El progress notes corroborated the findings. Table 3 shows the improvement 
in engaging behaviors along with their percentage of engagement. 
Table 3 
Early Intervention Session Six Engagement Behaviors 
Name Total Occurrence of Engaging Behaviors 
Out of 12 Target Behaviors 
% of Engaging 
Behaviors 
Janie 8 66% 
Anthony 0 0% 
Henry 5 40% 
Steve 12 100% 
Robert 0 0% 
Zachary 12 100% 
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The First Preschool Transitions 
Janie, Anthony, and Henry had spring birthdays. This meant that they would be 
three during the latter quarter of the school year. At this point in the year, it was difficult 
to transition children into a preschool classroom, but it was even more difficult because 
of their diagnoses. They would need a smaller size classroom, which was not available 
at the time. Working with Early Intervention, the school district paid for the children to 
continue in the transition class on Tuesday mornings. The school replicated the same 
programming on Thursday mornings with the school's speech-language pathologist 
teaching the Thursday class. She would co-treat with Early Intervention on Tuesday, 
then teach the class on Thursday. The community children were asked to also attend on 
Thursdays so that the class would be similar to Tuesday's class. The occupational 
therapist went to the El class on Tuesdays and conducted a motor group, again 
co-treating with the El professionals. The assistant teacher from Early Intervention was 
hired to work with the Thursday class. Janie and Anthony started in the group first, and 
then Henry joined two weeks later. 
The families agreed to this program as long as they could have the same number 
of home service hours that they were receiving from Early Intervention. The school 
district complied. The speech-language pathologist provided three hours of services to 
each family and the home trainer provided the remainder to give the families the hours 
they requested. The school system paid for overlap of services with Building Blocks for 
one month so the school home trainer could continue the services in a similar manner. 
This transition of services would continue through the end of June. Preschool would 
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start for Janie, Anthony, and Henry at the beginning of July. The parents noted the 
gentle transition in their interviews and appreciated it. 
Transition Activities 
Between the end of the transition and the beginning of preschool, the classroom 
teacher made a home visit. The home visit allowed the children to get to know their 
teacher on their turf. It allowed the family to befriend the teacher in a more personal 
way as well as allowed the teacher to learn more about the family. After the home visit, 
there was an orientation time when the parents and children went to the preschool. The 
children played with the assistants while the teacher explained details about the school 
program. Janie, Anthony, and Henry already knew the speech-language pathologist and 
the occupational therapist because of the way their transition occurred. Now they had 
the opportunity to meet the classroom teacher and one new assistant. The assistant who 
worked with them in the transition class moved with them to their preschool class. 
Steve had a late summer birthday so his transition meeting took place at the end 
of the summer. After the teacher's visit in his home and the orientation time with 
parents, Steve began his preschool class in September. Zachary and Robert had January 
birthdays. Their teachers visited their homes with their El professional after the 
transition meeting, just before they started in preschool in January. 
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Preschool: Session Two Observation 
All of the children demonstrated an increase in engagement behavior from the 
last observation in the Early Intervention class session six. The months between the 
observations obviously gave the children more experience and opportunities to improve. 
The biggest improvement occurred for Anthony who no longer had trouble separating 
from his mother. Class transitions continued to be difficult. He cried when he had to 
change activities. However, his crying was not as intense as it was when he was in Early 
Intervention. 
Janie continued to improve. Her doctor removed her autistic diagnosis because 
she no longer exhibited enough of the symptoms to keep the diagnosis. She was better 
able to handle the classroom transitions. Janie did not react well when a peer took 
blocks she was no longer playing with and still considered hers. 
Henry had difficulty joining the opening circle. When he was encouraged to 
work on activities, he began and stayed longer working on them. He continued to enjoy 
singing sitting in a block chair. He sometimes resisted changes by hitting his head 
against the teacher or assistant when they redirected him. 
Steve and Zachary followed the classroom routine and participated in all the 
activities. They appeared to have no anxiety as they changed from the transition class to 
the preschool. Robert showed significant improvement from the transition class. He 
listened during circle time and sat on the floor leaning against his assistant. In his hand 
he carried a picture of his mother which he would put down when playing in the sandbox 
or working on activities in the learning centers. He was easily distracted, but would 
refocus when cued. Transitions were difficult and he would whimper during them. 
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Robert's mother was pleased with his transition and felt his successes were directly 
related to being in the El transition class. 
I think if he (Robert) hadn't had the opportunity to be in that (transition) 
classroom that we would be dealing with a whole host of other behaviors 
right now. 
i 
One teacher mentioned that the children who came through the transition class 
adjust better to preschool than others who came directly from Early Intervention (P. 
Bailey, preschool teacher, personal conversation, 9/22/02). Another teacher had two 
students transition from Early Intervention within a weeks time, one who participated in 
the transition class and one who did not. 
When comparing the two students, it was obvious to see how much 
more acclimated Zachary was to the routines of school than Joey. 
The transition class really made a difference" (A. Andrews, personal 
conversation, 1/14/03). 
Table 4 shows the progress of the students' total occurrence of increased 
engagement behaviors and their percent of engagement as they enter the preschool. 
Table 4 
Preschool Session Two Engagement Behaviors 
Names Total Occurrence of Engaging 
Behaviors out of 12 Behaviors 
% of Engaging 
Behaviors 
Janie 10 83% 
Anthony 7 58% 
Henry 7 58% 
Steve 12 100% 
Robert 5 50% 
Zachary 12 100% 
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Preschool: Session Six Observation 
The students continued to exhibit more engaging behaviors as their time in the 
preschool increased. Janie continued to work on her difficulty with ownership. Henry 
conquered some of his classroom transition issues. Anthony showed the most growth. 
He followed classroom routines and participated in all activities given to him. His 
mother reported that the teacher said "Anthony, is a role model for the typical children in 
the class." I couldn't believe it. My son, a role model!". Zachary and Steve continued to 
be active participants in their classes. Robert improved. During circle time the teddy 
bear with his name came up so it was Robert's turn for a job. He said, "I want line 
leader." It was the first time the class heard more than one or two word utterances. 
Everyone clapped for him. He beamed. 
Although some transitions continue to be difficult, the behaviors surrounding 
them are less intense such as whimpering more than crying. Table 5 displays the total 
occurrences of engaging behaviors. When comparing this chart to the previous ones, it is 
interesting to note the obvious gains in the children's engaging behaviors. 
Table 5 
Preschool Session Six Engagement Behaviors 
Name Total Occurrence of Engaging Behaviors 
Out of 12 Target Behaviors 
% of Engaging 
Behaviors 
Jane 11 91% 
Anthony 12 100% 
Henry 9 75% 
Steve 12 100% 
Robert 8 67% 
Zachary 12 100% 
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When examining the findings of the children's engaging behaviors between the 
last observed transition class and the last observed preschool class, the engaging 
behaviors are either at the highest possible score or have shown an increase. This seems 
to support the theory that the more familiar the students become with the setting and 
professionals teaching there, the less anxious they become and the more they are able to 
be involved in the program. Parents in their interviews and El professionals in their 
questionnaires credit the transition class with helping the children experience a seamless 
transition. Table 6 compares the last two observed sessions in both programs. 
Table 6 
Comparison of Session Six Engagement Behaviors Between 
Transition Class and Preschool Session 
Name 
Transition Class 
Total Occurrence of 
Engaging Behaviors 
Out of 12 Target 
% Engaging 
Behaviors 
Preschool Class 
Total Occurrence of 
Engaging Behaviors 
Out of 12 Target 
% of Engaging 
Behaviors 
Janie 8 66% 11 91% 
Anthony 0 0% 12 100% 
Henry 5 40% 9 75% 
Steve 12 100% 12 100% 
Robert 0 0% 8 67% 
Zachary 12 100% 12 100% 
The findings demonstrated that the percentage of time spent in engagement with 
toys, peers or adults for the observed children increased or remained at the highest level 
of participation from one setting to the next. The children who engaged more readily 
had two areas of delay, a physical disability and a speech delay. The remaining four 
children had the diagnosis of autism. The findings seem to indicate that a diagnosis may 
affect engagement activity, but with repeated exposure, the anxiety associated with the 
diagnosis can be overcome. The difference in the percentages from the last observation 
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in the transition class to the last observation in the preschool indicated that children 
became less anxious over the course of time and therefore, chose to participate in the 
class activities and interactions. 
Summary 
Findings reported in this chapter were based on interviews with parents, open- 
ended questionnaires completed by Early Intervention and public preschool 
professionals, and observations of the children. Six families were interviewed on three 
separate occasions, when their children were receiving Early Intervention home services 
only, in the transition class, and in the preschool. All Early Intervention professionals 
who provided service delivery in the town were given the first open-ended questionnaire. 
The second questionnaire was given only to those Early Intervention professionals who 
participated in the transition of children in the class. The school professionals were also 
given an open-ended questionnaire. The children were observed four times during the 
transition process, two times in the transition class and two times after the transition in 
the preschool. 
This chapter reported the findings on the expectations and experiences of 
children, parents and professionals as they proceeded through the transition process from 
Early Intervention to the public preschool. The findings revealed answers to the question 
as to the efficacy of the innovative transition program and the elements that are needed 
for a seamless transition. The next chapter summarizes the major findings of this 
investigation and presents implications for future policy, practice, and research. 
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CHAPTER 5 
DISCUSSION, IMPLICATION, CONCLUSION 
Introduction 
The purpose of this study was to answer the questions regarding what procedures 
are needed to generate a seamless transition from Early Intervention to the public 
preschool for children, parents, and professionals as well as to determine what obstacles 
interfered with that process. This study developed and tested a model for the transition 
of young children from Early Intervention into the public preschool. There is critical 
need to reduce the stress of transition between Early Intervention and the public 
preschool which is due to the way the agencies view children, parents and their needs. 
To answer these questions, I reviewed the findings for key linkages between themes, 
from the parent interviews, the professionals' questionnaires and the observations of the 
children. It is important to note that sometimes components within the themes overlap, 
intertwine, and blend together, as it is difficult to compartmentalize people's experiences, 
feelings and opinions. Details of the findings are explained under the theme that 
describes the data most effectively. Five overarching themes emerged from the parent 
interviews, Early Intervention and school professionals' questionnaires and the 
observations of the children. The themes are (1) communication between parents, Early 
Intervention and school professionals; (2) collaboration among parents, Early 
Intervention and school professionals; (3) consistency of people and place; (4) 
coordination of programming; and (5) caring amid children, parents and professionals. 
A detailed presentation of these themes, a discussion of their possible significance. 
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implications for policy and practice, and suggestions for future research will be given in 
this chapter. 
Communication between Parents. Early Intervention and School Professionals 
Clear and open communication is important for all participants to be successful 
in their interactions with each other. Early Intervention professionals talked with parents 
and parents talked with El professionals. School professionals spoke with parents and 
parents spoke with school professionals. El professionals confer with school 
professionals and school professionals confer with El professionals. While there were 
many opportunities for clear communication, there were also instances of 
miscommunication. This section explains the way communication within the various 
groups involved in this study promoted or hindered a seamless transition. 
Communication: El Professional and Parents* Relationship 
The findings showed that Early Intervention professionals quickly developed 
supportive relationships and generally communicated effectively with parents. 
Communication between the two groups was aided by Early Intervention's rapid 
response to parents' concerns and children's needs. Parents did not expect their children 
to have developmental problems so when they or their pediatrician noticed areas of 
delay, they were anxious to find a remedy as soon as possible. Parents appreciated the 
dialogue early and often with Early Intervention as they sought to find ways to "fix" their 
children. Mrs. Carr explained her feelings when the pediatrician referred her son to 
Early Intervention at fifteen months: 
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I was worried that there was something wrong with him, why he couldn't 
speak. .. It was great, they came right out and helped to put my mind at 
ease. 
The Kilgo et al. study (1989) also found that immediate feedback from professionals 
was an important provision for parents with children who had disabilities. The rapid 
response by Early Intervention showed families support in their time of crisis and was 
crucial in the beginning stages of the relationship. Procedures needed to support a 
seamless transition must include a quick response time and validation of families' 
concerns. 
The parents' interviews indicated that the families' relationships were strong with 
the El professionals and parents depended upon them and even considered them as 
friends. Early Intervention's home services contributed to the development of the strong 
relationship between the El professionals and the families. Hanline(1988) also found 
that the weekly home visits helped both the El professional and the parents to develop 
strong alliances. Testimonies from parents confirmed that the El professional going to 
the home provided the opportunity for conversation and relationship building. Mrs. 
Bertozzi commented on her relationship with her provider: 
We had some things in common... .she got pregnant while she was working 
and that was kind of cool and we talked a lot about that. I gave her a lot of 
toys and clothes and stuff like that. I guess I have to say that she was 
probably the one that I hit it off with really well. 
Mrs. Carr confided in her El professional: 
She's just so open and she is supportive. She is a great listener ... she 
knows my husband and I are having marital problems and that I lost my 
father in January and she just gives you support and more times to talk 
about different issues within the family environment. 
149 
The only disappointment in the communication for parents came when 
El professionals delayed informing the parents when they suspected more significant 
difficulties with their children than had been previously diagnosed. Parents suggested 
that El professionals were too cautious about suggesting the possibility of PDD or 
Autism. In the case of two families, El professionals were concerned they may be 
misreading the children's behavior. However, parents proposed that professionals reveal 
behaviors they consider atypical to the parents, without offering any labels, thus 
providing parents the information needed to seek additional help. In this way parents see 
themselves as partners in the transition process and are equal members in shared 
decision-making. Clearly, parents need to be fully informed at each step of the process 
to ensure a seamless transition. This finding is consistent with other research that 
demonstrates parents need information to be knowledgeable participants in making 
decisions for their children (Dinnebell, et al.,1999; Hamblin-Wilson & Conchita, 1990). 
These parental concerns about delays in receiving information suggest that 
training in communication skills for professionals seemed warranted, so that the El 
professionals could develop sensitive, yet forthright ways to inform parents. Despite 
some initial disappointment related to delay in communication in their El professional, 
the parents continued to feel strongly about their relationship. One of the keys to a 
successful transition is a strong relationship built on trust that weathers mistakes. 
Communication: Parents and the School Professionals 
It is generally more challenging to build relationships between parents and school 
professionals than between parents and El professionals because the school day does not 
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provide natural opportunities for relationship building. Parents in this study were given 
opportunities to develop relationships with school professionals in ways that were not 
customary for parents in Early Intervention. Parents first met the Early Childhood 
Specialist, the school's liaison to Early Intervention, at the orientation meeting upon 
entering the transition class. Then they were introduced to the school professionals 
during the parent support group where school professionals answered questions about 
their roles in the preschool, means of therapy delivery, and the transition process. These 
meetings allowed parents to meet the school professionals much earlier than is typical in 
the transition process. In this model parents meet and begin the dialogue with the school 
professionals when their children are about two years old. Parents appreciated the early 
dialogue and commented that after they met the school professionals, they felt confident 
enough to call on the telephone or talk with them when they saw them at school. Mrs. 
Manning expressed her comfort in contacting a school professional: 
I must have called you (Early Childhood Specialist) a hundred times before 
the transition meeting. I knew your number by heart! 
You patiently answered my questions. It was nice to know I could 
call someone at the school when I had burning questions about my son's 
transition. 
After the children made the transition and before they began preschool, the 
school professional visited the families in their home. It seemed the initial meeting in 
the parent group followed by the home visit enhanced the relationship between parents 
and the school professionals. Mrs. Orland remarked that: 
The teacher came out (to the house) and introduced herself to S. and R. 
and gave them some projects to do to bring back on the first day of school. 
She took their picture... .it's amazing how the teacher really gets to know 
your kids. 
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This home visit by the school served to bridge the gap between Early 
Intervention's service delivery in the home and the children going to the school. School 
professionals were able learn about the family in their own environment. The home visit 
allowed the school professionals to view the families within their context and enabled 
them to have a better understanding of the families' perspectives. 
In addition to these home visits by school professionals alone, El professionals 
recommended that school professionals accompany them on a joint home visit. One 
school professional followed this recommendation for two of the children in the study 
group. The school professional appreciated the three-way dialogue with the parent and 
El professional. 
I really liked seeing Zachary at his home therapy session. I learned a lot 
watching his interactions with the therapist. It was also interesting to be 
able to talk with his mother and El therapist at the same time. [A. Nelson, 
preschool teacher, personal conversation, 1/9/03] 
From parents' point of view it seemed to make no difference between those who 
had a joint visit or those who only had the school professional visit. Parents felt that the 
home visit gave their children an opportunity to know the school professionals in a 
personal way before the children entered the classroom. It seemed that a home visit was 
important and enhanced communication for the families as well as the school 
professionals. 
Communication: Early Intervention and School 
Communication between the school's Early Childhood Specialist and the 
El administrator was important to begin the relationship which lead to the start of the 
transition class and parent support group. Communication between Early Intervention 
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and the school improved when Early Intervention established geographic teams which 
decreased and stabilized the number of El professionals who interfaced with each 
school district. Both sets of professionals had more opportunity to develop relationships 
when fewer professionals were involved. 
As a result of the dialogue between one of the El team leaders and the Early 
Childhood Specialist during this study, the Early Childhood Specialist began 
to attend two Early Intervention staff meetings a year with the team that refers children 
for transition to the school in addition to two meetings a year with the El administration. 
The meetings occurred in the fall and spring. These meetings involved conversation 
about the options of programming available in the school district, the transition class, 
and an opportunity for the El professionals to ask questions. These exchanges 
strengthened the relationship between the individual El professionals and the school 
liaison. 
There were opportunities for weekly communications with the family therapist 
who led the parent group, the occupational therapist who taught the El transition class 
and the speech-language pathologist who taught in the preschool for two-half days and 
also worked for Early Intervention. Three El professionals out of the eleven on the 
team, who serviced the children and families in the town, had weekly contact with the 
school professionals. Communication was encouraged between Early Intervention and 
the school because those El professionals were regularly in the school building and 
available to speak with the school professionals. El professionals were accepted as 
members of the school community and interactions occurred on a regular basis. 
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During the course of a year there may be only four or five transitions from Early 
Intervention to the school. This means that some El professionals are not involved in 
any transitions during the year. In addition, not all school professionals attend all of the 
transition meetings; therefore, it is difficult to establish and maintain relationships 
between all of the El professionals on the team and all school professionals. This was 
the reason some of the El professionals and school professionals noted in their 
questionnaires that they wanted more communication with each other. 
Summary of Communication 
Providing opportunities for parents, El, and school professionals to communicate 
with each other was important to their mutual understanding of each other's roles, 
responsibilities, and concerns in the transition process. One of the successes of this 
model was the opportunity created for open communication among participants 
throughout the transition process. The model provided weekly opportunity for 
discussion because the transition class was located in the preschool. To keep 
communication open, there must be easy access for the participants. The core of El 
professionals, who ran the weekly class, parents and preschool team members, had those 
opportunities for these interactions. These conversations helped to solidify the El and 
school professionals' relationship and supported the parents' connection to them. These 
findings suggested that frequent dialogue among parents, Early Intervention and school 
professionals is crucial to establish a seamless transition and minimize the occurrence of 
miscommunication. 
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In turn, communication went well because participants respected each other and 
worked together. The El and school professionals' commitment to making the transitions 
smoother for families readied them for receiving information, which they could use to 
change themselves or the program. This openness to new ideas and willingness to 
accommodate each other were important components that ensured a seamless transition 
for the families. 
Collaboration Among Parents. Early Intervention and School Professionals 
The development of a working relationship occurred at varying levels within 
the transition process. The opportunities for collaboration will be discussed in this 
section. El professionals collaborated with parents on extending their children's 
therapies. El and school professionals collaborated in the transition class. School 
professionals collaborated with parents in the preschool. The findings also revealed that 
collaboration of parents, El and school professionals is necessary in order to educate 
outside agencies and advocacy groups and to work better with them. 
Collaboration: El Professionals and Parents 
Because the El professionals collaborated with parents, parents learned about 
their children's disabilities and ways to extend the therapies in the home after each visit. 
This type of education was important to ensure continued progress in the children's areas 
of concern. Parents became more confident because they knew how to help their 
children. Teaching parents to become their own advocates, as well as "therapists” for 
their children, is a component of El professionals' collaboration with parents. Both 
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parents and El professionals commented on the importance of this activity. Mrs. Adams 
appreciated learning about ways to help her son: 
This is what I want you to do for him. And, she actually helped me learn 
how to do it. I think that was a big support. 
Collaboration: El and School Professionals 
School professionals observing and in some cases working together with El 
professionals in the transition class produced many opportunities for collaboration. The 
school professionals observed the children in the classroom, and then made time to 
discuss their observations with the El professionals. This collaboration provided the 
school professionals with information about the children's strengths and areas of need. It 
also helped the school professionals prepare for the transition meeting and service 
delivery for the children after the transition. 
As El professionals conducted the class with school professionals observing, 
interacting, and sometimes co-treating, there was an "overlapping" of provider services. 
The overlapping of services by providers, afforded encouragement to parents, who felt 
that the school professionals had a thorough understanding of their children and their 
needs. Parents believed that the school professionals were more ready to work with 
their children because they saw them function in a naturalistic environment. 
There was not only sharing of materials between the El and preschool classroom 
teachers, but therapists also exchanged equipment and supplies as they collaborated in 
therapy with the children. When the professionals worked together, rapport was 
established to build personal and professional relationships that supported fiirther 
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positive collaboration. This collaborative relationship ultimately helped the children 
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they both served. In turn, the collaboration helped to develop trust between the groups. 
Since Early Intervention and the school has been using this model over the course of this 
study, El professionals have not requested more services for the children than they 
provide for them in Early Intervention. The collaboration before the transition meeting 
allowed opportunity for dialogue so all the participants were aware of the children's 
needs and programs that would be required. This awareness is clearly reassuring, as 
revealed by parents' comments. Mrs Bertozzi recounted her conversation with a school 
professional: 
I was told early on (by school professionals) that 'We're going to try to 
make this as easy as possible for you' and I know that was the goal.It is 
hard to believe because you are hearing from everyone that's not how it is. 
Mrs. Manning expressed her please about the transition meeting: 
There were no surprises. There were no surprises at the meeting. I had 
presented all of our medical reports to everyone ahead of time so people 
could read them before they sat in the meeting and I had what everybody 
else had written before we had gotten to the meeting. What was nice about 
that is there was discussion, and it made it super clear for me. This was the 
first time I was going through this, I was very unsure, but I think that what 
was so nice about it, is that everybody came together and was really able to 
talk about what he needed and we were really all on the same page. 
Four El and three school professionals mentioned their desire to have planning 
meetings and participate in training together. During the course of this study, planning 
had occurred between some of the school professionals and the El professionals working 
in the school, but not with all professionals. Those involved in the planning were those 
who had children at some stage of the transition process. The lack of communicating 
regarding this planning indicated the importance of keeping everyone informed. 
Another opportunity for transition planning occurs at the town's monthly meetings of the 
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Early Childhood Council, an organization to which El and school professionals belong. 
One of the functions of the Council is to determine and fund training needs. 
A major problem in realizing common planning and training is scheduling. Both 
professional groups have many part-time staff who work on different days. There is also 
no planning time allotted to El professionals during the course of their day. They only 
receive compensation when providing direct services to children. School hours and the 
difficulty in finding substitutes reduce the availability of school professionals. Some 
professionals from Early Intervention and the school would be available, but not all. 
This problem can best be addressed at the administrative level. The development of a 
mutually agreeable timetable for planning and training will only benefit the transition 
process if it can become a reality. In this study there were more interactions between El 
and school professionals who were continually involved in the transition class, parent 
group, and preschool transition team than other El and school professionals who had no 
participants in program. Rous et al., (1999) also recommend collaborative training 
around transition procedures so all participants would understand each other's systems. 
Their study also showed that El professionals and school professionals need to 
understand each other's perspectives, and when participants desired to make change, 
training together facilitated that process. 
Collaboration: School Professionals and Parents 
Collaboration began with parents when school professionals observed the 
children in the transition class. After the transition to preschool the collaboration 
continued. Parents reported satisfaction with the efforts of the school professionals from 
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daily contact at the school to home services that extended the therapies. Mrs. Can- 
appreciated the opportunity to meet with Henry’s classroom teacher: 
Henry takes the bus to school so I don't talk to his teacher every day, but 
she send home notes on how he's done and what's he's done. Henry's 
classroom teacher does his home visits and she comes two times a week. I 
have no complaints. I watch what she does with Henry and I learn how to 
work with him at home. It's very helpful. 
Collaboration: Parents. El and School Professionals Work for Change 
The findings revealed that parents, El and school professionals had to reach out 
to advocacy groups and associations that "frighten parents" into believing that they must 
"fight for services". School professionals and parents, who have made the transition, 
were encouraged to share alternative experiences with these groups, so parents would be 
exposed to different perspectives. Parents had to learn not to regard every transition as a 
struggle. When parents are told to expect a battle, it is difficult for them to trust or 
develop a positive relationship with the school district. The first two sets of parents in 
this study hired advocates after attending informational meetings, which raised doubts 
about whether their children's needs would be met. Mrs. Carr reported about the meeting 
she attended: 
We went to this 766 meeting where there were parents talking about 
fighting to get what we need for our children. We all had nightmare 
images like we're not going to get anything we ask for or we may have to 
send our kids out of town if we don't get what we need for them. It was 
pretty frightening. 
Such dissemination of negative messages by advocacy groups undermines a 
seamless transition. If Early Intervention and school professionals, along with parents 
who have experienced successful transitions, collaborated with advocacy groups and 
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associations, they could provide alternative perspectives to parents concerned about the 
transition process. 
Summary of Collaboration 
The El and school professionals' collaboration helped the children's services to 
continue uninterrupted because the school professionals had the opportunity to observe 
the children in the transition, confer with El professionals, and know the children's needs 
before the transition. Parents collaborated with both groups so they felt assured that their 
children would receive the services they needed. Collaboration coupled with 
communication gave parents confidence that Early Intervention and the school were 
working with their children's needs in view. 
Consistency of People and Place 
To support a seamless transition for children, parents and professionals, this 
study found that it is important to have minimal changes of staff and location. This 
section will discuss the problematic effects of frequent turnover of El professionals. It 
will also detail the ways in which sharing of teacher assistants across settings and the 
location of the transition class supported the consistency that parents felt was necessary. 
Consistency: Staff Turnover 
Turnover of El staff was frequently mentioned by parents as a concern. 
Turnover in Early Intervention is recognized by the El administration and is a problem 
for them as well. During this study the major reason for El professionals leaving was an 
opportunity for different responsibilities and more money. The Dinnebell et al., (1999) 
study also found that funding had a direct impact on turnover of staff in Early 
Intervention. All of the parents experienced a change in providers at some point during 
their involvement with Early Intervention. Despite their fondness for Early Intervention, 
they noted that the changes in personnel left them feeling uncertain. Families 
experienced changes in their home service delivery as well as in the Early Intervention 
transition class. Not only was the change difficult for the parents, but it put significant 
stress on the children. Mrs. Manning, explained it: 
We had three to four different people who were leading the group. And it's 
hard because everybody has their own style. I think for a group of children 
who have special needs and some of those needs are children who have real 
difficulty with transition that there should be more consistency... 
The study found that consistency of personnel is important for parents to feel 
confident that their children' needs are well understood and successfully addressed. 
Consistency is equally important for children to feel secure. It is especially needed for 
those children who do not handle change well. 
Consistency: Sharing of Assistants 
A critical component of this model involved the sharing of assistants between 
Early Intervention and the preschool. Children were able to form a relationship with an 
an assistant in Early Intervention and maintain that relationship in the preschool. This 
model kept the change in staff to a minimum, which was helpful to the children who had 
to make a transition from one program to the other. Parents appreciated sharing of 
teacher assistants between Early Intervention and the preschool. The assistants provided 
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coverage not only in the transition class, but also in the preschool classes. Mrs. Victor 
was pleased that her son had the same assistant after the transition: 
I don't think things could have gone any better in terms of getting Donna 
assistant in El) to work with him and having his teacher be so receptive. 
Since the transition class only met on Tuesday mornings, they were able to work in the 
preschool on other days. Assignments in the preschool were changed to meet the needs 
of the students as they made the transition. Assistants worked with the children and 
knew their needs. They developed relationships with the children and families while 
they worked in Early Intervention and continued the relationship through the transition 
into preschool. The assistants provided reassurance to the parents because someone 
whom they trusted would "watch out" for their children. Both the personal relationship 
and the knowledge of children's need were helpful when the children moved forward to 
preschool. When both programs shared the assistants, transitions were smoother for the 
children. 
Consistency: Sharing of Location 
The location of the El transition class in a preschool classroom was beneficial to 
children. The use of the same classroom provided continuity that is important for young 
children as they attempt to make sense of their world. Familiarity with the space, 
materials, and supplies alleviated the effects of change on the children. When children 
have similar experiences between settings, the experiences in the first facilitate the 
success of the children in their next setting (Kagan, Moore, & Bredekamp, 1995). 
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One of the preschool teachers contrasted two children who made the transition 
into her class within a week of each other. One had gone through the transition class and 
the other was in Early Intervention, but not involved in a class. The preschool teacher 
shared her experience about the differences in children's transitions: 
The difference between the adjustment of Zachary and Paul was like day 
and night. Zachary hung up his coat and came into the class with his 
mom. I showed him how we sign in by putting his picture on his mail 
cubbie and then he went right away to free choice. He didn't hesitate at all. 
His mom ran after him to give him a kiss good-by and that was that. 
On the other hand Paul came into the class with his mom, learned the 
routine, but wouldn't let go of his mother's hand. She would get him 
involved and tried to leave, but he would cry. She stayed the entire class so 
his first school experience wouldn't be bad. I had done a home visit for 
both students with their El professionals so they both had the same time 
with me before their first class. The difference has to be that Zachary was 
in the transition class. 
Zachary's parent commented: 
I don't think he realizes he's not in the El transition class...The only thing 
he seems to know is that he can come here more days. He likes that. 
The fewer changes in children's programs, the better their adjustment and the less 
anxiety they exhibit. In this study the engagement behaviors of children were observed 
to determine how their anxiety affected the children's level of participation in the class 
throughout the transition. Engaged behaviors were defined as participation in activities, 
playing with toys or other children, and interaction with adults. Non-engagement 
behaviors included crying, refusing to participate in activities, clinging to an adult or not 
interacting with peers or adults. Children who actively participated in the class were 
considered to have little or no anxiety of the kind, which would keep them from 
interacting with the toys, peers or adults. The observations focused strictly on the 
engagement behaviors, not the quality of those behaviors. 
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Between the second and sixth sessions of the El class, there was an increase in 
engaged behaviors for four out of the six children. Those who showed less engagement 
behaviors had more anxiety associated with their diagnosis so change in developing 
engagement behaviors would require more time for them. The months between the 
observations in the El class and the transition to preschool allowed children to become 
more familiar with the classroom, professionals and materials. When the children were 
observed in the preschool class, the study found there was no regression in their 
engagement behaviors. In fact, engaged behaviors stayed the same at one hundred 
percent for two children and demonstrated improvement for the remaining four children. 
Two of the children showing improvement, Anthony and Robert, who had diagnoses of 
autism showed significant improvement despite their difficulties with transitions. Their 
engaged behaviors went from zero percent to fifty-eight percent and fifty percent of 
engaged behaviors, respectively. The months between the second observation in the El 
transition class and the first observation in preschool class provided time for adjustment 
to school routines. The fact that there was progress after the transition and no regression 
suggests that the children felt comfortable in the setting and were not anxious about the 
change. It would seem that if children had anxiety about the change in program, it 
would be exhibited in the way they interacted with toys, peers or adults. The classroom 
and teacher assistant remained the same; the only difference for Anthony and Robert was 
the classroom teacher. Improvement continued between the second and sixth session of 
preschool, as the children became more involved in the interactions within the preschool 
classroom. 
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Change from Early Intervention had no negative effect on the transition 
engagement behaviors of the children. Parents' testimonies reflected their feelings about 
having the children in the same place over time. Mrs. Victor explains how she 
appreciates the consistency from the transition class to the preschool: 
I show him the pictures to prepare him to go and he gets very excited to see 
the teachers' faces. We show him the kids, which is a little more 
overwhelming for him. ... all of the participating and doing things with the 
other kids, that is going to be a little bit slower in coming but just that he is 
in the room, that he is part of the day, sitting at the table and doing things 
while they are doing things at the table. I think that is a really big step for 
him. I mean, it took us a good four months of him screaming for an hour 
and a half in the El group to get him to that point where he could do this. I 
think if we hadn't done that, that is what we would be dealing with right 
now and I think that it is nice that it is the same classroom. I think that is a 
really big strength. 
Both El and school professionals, based on their responses in their 
questionnaires, strongly agreed that the transition class made a positive difference for 
both parents and children moving from Early Intervention to the public school. Location 
and sharing assistants between the two programs contributed to the seamless transition 
for children. 
Summary of Consistency 
Continuity of people and places provides security for children. The consistency 
of assistant teachers and the same location subdued the issue of El professionals 
turnover, which was disconcerting not only to families, but also to Early Intervention 
administrators who recognized the problems the changes caused. The model of this 
study, which provided the same location and the same assistants for the transition class 
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and preschool class, contributed to the stability of transition for children and parents. 
Consistency in programming is an important component of a seamless transition. 
Coordination of Programming 
Coordination of programming within this model is important to the success of the 
transition process. This section discusses the differences between the supervising 
agencies that direct Early Intervention and the public school and the effect on the 
transition programming. The family therapist's coordination of the involvement of 
school professionals in the parents' group is also considered. Further discussion includes 
the coordination of timing for the transition class with the parents' classes. The 
importance of inclusion in the transition classes and the parents' group is also reviewed. 
Coordination of programming lends support to a seamless transition. 
Coordination: Differences Between Agencies 
During the first interview parents commented on their relationship with the El 
professionals and their sorrow in anticipation of the day when they would no longer be 
with Early Intervention. Parents suggested that three was too young to make the 
transition and felt that Early Intervention should continue to service children even while 
they were in preschool. Brown et al. (1996) also recognized this problem for families 
and tried to remedy it by having El professionals continue to support the families after 
the transition through visits to the children's education sites, telephone calls, and home 
visits. However, the plan in their study was never implemented due to lack of funding. 
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The study found that it was not a concern to parents that there were two different 
supervising agencies, the Department of Public Health and the Department of Education, 
who determine the ages that their respective agencies will service. Parents were more 
concerned about how the differences in programming and service delivery would affect 
their children. This transition model minimized the differences between the two 
agencies because of the overlap in observing of children, the collaboration together, and 
the interaction with the parents of El and school professionals in the transition class and 
theparent group. Initially parents wanted to expand Early Intervention beyond the age of 
three, however, after the transition this idea was not mentioned. 
Although schools are told that children can continue on Individualized Family 
Service Plans (IFSP) until they are five, schools have difficulty working with two 
different kinds of service plans in their systems. Schools are only obligated to provide 
services to children that affect their ability to access the regular curriculum. There are 
no funds for family services. Directives to use IFSP for children through age five must 
come from the directors of the Department of Public Health and the Department of 
Education. It is only with agreement at the state level, possibly even the federal level, 
and finances to support the initiative that schools will be able to adjust their service 
criteria. In the meantime, to support families both groups need to clearly articulate the 
differences in programming and service delivery without value judgments. 
167 
Coordination: Program Coordination within the Transition Class 
Coordination of programming occurred at various times throughout the transition 
process. The family therapist arranged visitation times for the school professionals with 
the Early Childhood Specialist. The visits were scheduled when parents' had questions 
about different aspects of transition and the preschool program. This timing was 
designed to meet the needs of parents as indicated in their interviews. Parents also 
mentioned that meeting the school professionals before the transition helped them feel 
more comfortable at the transition meeting. Mrs. Manning shared her experience: 
When we got to the meeting, I think mine was the longest in history, we sat 
down and hashed out what he needed and everybody seemed to know. I 
was impressed with the observations of what people in the school had seen 
from him. I had met these people like the speech therapist, and the OT, and 
it was nice to just kind of hear them all have these good ideas of what he 
should need. 
Services were coordinated between Early Intervention and Building Blocks, an 
organization designed to work with children on the autism spectrum. El professionals 
attended some of the Building Blocks sessions to be assured that both groups worked on 
the same skills in the same way. The school coordinated their observations with the El 
professionals in preparation for transition. Mrs. Victor explained how her son's 
providers work together: 
We have a team meeting every six weeks (between El providers and 
Building Block providers) because he has so many people working with 
him, it helps to get everybody on the same page. 
El professionals suggested in their questionnaires that it would be helpful if 
school professionals attended the discharge assessment of the children. Because of 
scheduling problems, it was often difficult for school professionals to be present at the 
* 
discharge assessments. The practice was that Early Intervention set the date for the 
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discharge meeting with the parents, then they notified the school. If the date for the 
assessment could be coordinated among the three parties, Early Intervention, school, and 
parents, then participation may be more likely. Another possibility would be to plan 
discharge assessments before or after the transition class. This plan would eliminate the 
travel time to and from the outside site, which is problematic for the school 
professionals. 
Coordination: Timing of Groups 
In this model, the parents' group met at the same time as the transition class. The 
coordination of the transition and parent classes was important to get the maximum 
participation from all parents. The operation of a parent group during the same time 
period as the children's group had not been the custom. Parents in the past brought the 
children to the class at the Early Intervention center and left or the children were brought 
by the El van. Parents generally had only four group sessions to deal with transition 
issues immediately preceding their children's third birthday. The coordination of the 
classes provided parents with more overall support and education about transition as well 
as other issues. Requiring parents to stay did not negatively affect their interest or 
participation in the group. One parent who no longer had to attend because her child 
turned three came anyway. 
They told me I no longer had to attend the parent meetings because 
Anthony turned three, but I went anyway. I didn't want to miss them. I 
found them so helpful, just the support of being with the other parents 
alone was worth it. It was nice to talk with other adults. Also I enjoyed 
being able to talk to parents who were going through the same things as I 
was. 
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When El and school professionals were asked in their questionnaire if this model 
helped the parents with the transition to the public school, all of them strongly agreed 
that it did. 
Coordination: Inclusion 
Coordinating the participation of typically developing community children for 
inclusion in the transition class was an integral part of this program. Including these 
parents in the parent group was a benefit for all families. The testimonies of the 
interviewed parents demonstrated the importance of having the class integrated. All 
parents liked having their children included with typically developing children as much 
as possible, because they wanted their children to learn to interact with everyone. 
Mrs. Bertozzi shared her convictions about inclusion: 
And that was a big piece I pushed for right off the bat, she needed to be in 
an integrated class ... I never wanted her in a room with just special needs 
kids, because she needed exposure to kids who were typical as much as she 
could get. 
This finding is consistent with the research that shows parents of children with special 
needs preferred the inclusion setting (Stober, Gettinger, & Goetz, 1998). The parents 
also liked being with the parents of typically developing children as they shared their 
children's experiences during the course of the parent group. This experience 
encouraged parents, who realized that some of the behaviors their children were 
exhibiting had nothing to do with their disabilities but were a function of their age. This 
revelation provided relief to the parents who were having trouble distinguishing 
behaviors that were due to the disabilities from those age appropriate behaviors. 
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Summary for Coordination 
The coordination of programming is an important component of the model to 
promote seamless transitions. This model minimized the differences between Early 
Intervention and the school when they coordinated their work in the transition class. 
Parents and children benefited from this overlap of programming from the two agencies, 
which helped to make the transition more successful. Careful organization and 
coordination helps parents, professionals, and children feel supported because their 
needs are met. Coordination of programming supports positive change in the transition 
process. 
Caring Amid Children. Parents and Professionals 
This model provides support throughout the transition process for children, 
parents, and professionals. Turnbull & Turnbull (2000) discussed the importance 
helping parents and children with disabilities develop a network of support to 
successfully adapt to the life changes that happen in families' lives. Caring, provided by 
Early Intervention, school professionals, and within the transition class and parent group 
will be outlined in this section. 
Caring: Support from Early Intervention and the School 
In the first parent interview families described the care and support they 
experienced from Early Intervention professionals. They worried about losing this 
support when they had to make the transition to the school. Parents appreciated the one- 
on-one attention they received from Early Intervention, assuming that this model was not 
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replicated in the public preschool. This finding is consistent with the Hamelin-Wilson 
and Conchita (1999) study, which found that parents felt Early Intervention professionals 
were more supportive than school professionals. 
However, in this study later parents' testimonies indicated they felt supported by 
the school. The school professionals' early involvement with the families beginning with 
the parents in the parent group and the children in the transition class, helped them to 
know the parents and their future students, several months prior to the transition. When 
the transition time came, the preschool transition team knew the parents and children by 
name and could converse about the children at the meeting because they had already 
seen the needs of the children. Parents came to recognize the support from the school 
was substantial though it might look different from Early Intervention. Since the parents 
felt cared for, the differences between the two groups did not seem to matter to the 
parents after the transition. Mrs. Bertozzi shared: 
Everything we have done for her (child), I think has been pretty much the 
right thing because of the support of people in the school. 
Mrs. Victor was positive about the transition despite her initial disappointment: 
I think he is doing exceptionally well. I just feel like he has been so 
successful because of the transition.we started two days after his 
birthday. People knew he was coming. They knew who he was. They 
knew what he wanted. They knew how to communicate with him. 
... When I think back to Billy's transition (older brother also with autism 
diagnosis), there wasn't any of this. 
Mrs. Manning was surprised that the school really knew her son: 
I really like that whole homey feeling of El coming into my house and just 
getting to see them all the time and they really knew my son. And as 
much as I knew that people had seen him at school before we actually 
went to that transition meeting, I was nervous. I was nervous that, 'oh, my 
God, they don't really know my son'. And then when I called the school 
and asked for one of those initial reports that people were writing up about 
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Anthony, I looked at it and said 'Wow, they are really paying attention'. 
And once we started, I found it was fairly seamless, in fact I feel as much, 
if not more, supported by the school. 
Mrs. Orland recognized support can be given in various ways: 
There was support (from the school); it was just different (than Early 
Intervention). 
At the beginning of the study, El professionals believed that moving from home- 
based services to school-based would mean a loss of support for parents. It was felt that 
parents would lose control over service delivery. The findings revealed that parents, in 
fact, did not hold those fears after the transition. Parents reported that the school 
professionals listened to and discussed their ideas at the transition meeting. They 
reported being supported in their requests for services. This is similar to Hanson et al. 
(2000) findings that stated the first layer of transition is an emotional one that will affect 
how the family will react and that when parents felt heard and supported at the transition 
meeting, some of emotional needs of parents diminished. In this study, parents realized 
that the school professionals were interested and invested in the success of their children. 
Mrs. Carr shared her experience: 
I was happy with the transition meeting. I don't even know why you 
needed me there. Once we had everything prepared in front of us, going 
into each section was unbelievably easy- in fact I'm not dreading the one 
for Ben - I've been there, done that and now it's okay. 
Parents saw the school professionals every day when they brought their children 
to school so they received feedback as needed. Some parents preferred written 
communiques, which the school professionals offered. Parents of children with 
diagnosis of autism received home services in addition to the preschool class. The 
speech-language pathologist provided two hours per week of home services to three of 
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the students with a home educator filling in the remaining hours. The classroom teacher 
gave four hours of home training to the child who had bus transportation. Her offer to 
provide this service to him came about so that she could communicate with his mother to 
provide that home-school relationship. 
Caring: Sensitivity for Children in Transition 
Before children joined the transition class, all of the El professionals were given 
the option of bringing the children to the school during their individual session time to 
acquaint them with the school. Although only two of the El professionals took 
advantage of bringing their children to the school, the parents of those two children 
found it helpful to have had that familiarity with the school. This step was the beginning 
of the transition process. Parents testified that this overture on the part of the school 
demonstrated that the school cared for them. 
Another opportunity to visit the school occurred when the El team had an 
orientation meeting for parents and children to get acquainted with the classroom. The 
school's Early Childhood Specialist was also in attendance to meet the parents and the 
children. The school professional's participation in the orientation showed parents that 
the school personnel collaborated with Early Intervention and were interested enough to 
invest the time to meet them. 
While the children were in the transition class, the school professionals met the 
children during their observations. In some instances, due to the gradual transition El 
and school professionals worked together on therapies for students after they made the 
transition, but before they entered the preschool. The integration of the school 
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professionals into the transition class allowed the children to reiar.onshr 
development with them. Parents and F.l professionals commented on toe untwiHnc? of 
the school professionals' support in this pan of the transition process 
Caring: Parent to Parent 
The parent group provided parent to parent support Facilitates > the El frenr* 
therapist, parents were able to share their concerns, questions, experiences, ana 
frustrations with each other Parents came to rely on this network of support Parents 
revealed that the group was a source of information on a vanen of issues such as 
behavior, nutrition, and sleep, as well as transition Mrs Orland enjoyed trie naren: 
group: 
While they (children) were in class, the parents' class mei 1 really 
enjoyed that the family therapist, she was a great resource It was nice 
to bounce things off parents and her if you were haring an issue 
You got to know things about other people's families and how they 
handled certain things. It was just nice to be able to have that adult 
conversation for a couple of hours without any interruption 
Parents who went through transition went back to the group and shared then- 
experiences. When these parents gave their testimonies, it helped to alleviate the fears of 
the other parents who were expecting problems based on the information they received ai 
advocacy meetings. These findings confirm research that parents need as much 
information as possible about the transition process in order for them to make informed 
decisions and to be less stressed about the change (Hanson, et al., 2000). 
The first two parents whose children made the transition to the preschool hired 
advocates. According to their testimonies both parents reported that they really did not 
need the advocate because the transition meeting was respectful and amicable which was 
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the opposite of what they were told in the advocacy meetings. They reported that the 
school professionals concurred with their requests. The school professionals also made 
additional recommendations based on their observations of the children in the transition 
class. No one else hired an advocate after they heard these parents' transition 
experiences. Parents became confident in their ability to advocate for their children and 
they also realized that both El and school professionals wanted what was best for their 
children. 
Summary for Caring 
Caring is the "glue" that holds the transition process together. When the 
participants, parents, El and school professionals, support each other, then programs, 
classes and the transition meetings worked out even if there were misunderstandings or 
concerns. Trust is developed when people feel cared for, encouraged and protected. 
The children, parents, and professionals needed support to achieve the seamless 
transition. Parents found that helping each other work through the process was a 
valuable part of the transitions, which they labeled smooth or seamless. Mrs. Victor 
shared: 
I just feel he has been so successful because of the transition. It was 
seamless for him.. .yes absolutely. And, I think that that is the goal. 
Conclusion 
When determining what procedures need to be in place to ensure a seamless 
transition for children, parents, and professionals there needs to be five components. 
Communication must be open and honest between parents, Early and school 
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professionals. Collaboration inspires cooperation among parents, El and school 
professionals. Consistency of people and places provides security for children and 
parents. Coordination of programming assures the maximum use of time and effort in 
supporting the needs of children, parents and professionals. Caring amid the children, 
parents, and professionals elicits trust, support, and encouragement, which are 
fundamental to the transition process. If there is a problem in just one of these 
components, it will result in an obstacle that would hinder the seamless transition. This 
model, which promotes communication, collaboration, consistency, coordination and 
caring, met the transition needs for the children, parents, and professionals. 
This model program provides opportunities for communication among parents, 
El and school professionals from the beginning of the transition class when the children 
have approximately one year before they make their transition and is continued through 
the transition meeting. Collaboration begins with Early Intervention professionals and 
parents then involves school professionals, when the children enroll in the El transition 
class in the public school and continues through their entry into preschool. The El 
transition class and preschool class are held in the same location. Additionally, they 
share teacher assistants in both programs, which provides consistency for the children 
and reassures parents. Coordination within the model supports essential components of 
the program that must be met to accommodate parents, children, and professionals. 
Support for each other gives for children, families, and professionals the feeling of being 
cared for and protected as each group moves forward smoothly in the transition process. 
The obstacles that hindered this seamless transition for parents included 
inconsistency of staff, concerns about eligibility and the different models of service 
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delivery between Early Intervention and the schools. These obstacles were reported 
early in the data collection. However, when the actual transition took place, these 
obstacles according to parents' testimonies did not effect the transition. The obstacles 
that could have hindered a seamless transition for children, inconsistency of staff and a 
change in services as well as service delivery, did not seem to affect the transition as 
evidenced by the children's increase in engagement behaviors from the El class to the 
preschool. The obstacles that could have hindered a seamless transition for 
professionals, the lack of planning meetings and training together, did not affect their 
pleasure and satisfaction with the smooth transition afforded the children and parents. 
This model provided a transition class for children and parents' support group. 
While Early Intervention was conducting the transition class for the children, the school 
professionals entered the programs for the children and parents. The "overlapping" of 
professionals allowed the children and parents to become acquainted with the school 
while in the safety net of Early Intervention. At the transition meeting, Early 
Intervention professionals gently withdraw their "hands" while the school continues to 
uphold the children and family with support, services, and programming that began 
earlier. Therefore, the transition is a "handing over" rather than a "dropping off'. 
This transition model is the first one examined in-depth in which Families 
Achieve a Seamless Transition (FAST). FAST is an innovative model that takes the 
children and parents from Early Intervention to the transition class and into the preschool 
with support from both Early Intervention and school professionals. In addition, parents 
are supported through the entire process by Early Intervention and school professionals 
during the support group. Early Intervention and school professionals cooperate to 
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provide an overlap of involvement with the parents and children. This model provides a 
seamless transition for children, parents, and professionals. 
Implications for Practice and Policy 
This FAST model begins with Early Intervention professionals and their support 
of children and parents. Early Intervention professionals provide support to parents and 
children as they move into the transition class in the public school. Early Intervention 
professionals continue their support to both children and parents throughout the entire 
transition class. The school professionals "overlap" with Early Intervention 
professionals during the transition class. They also begin their relationship building with 
the parents during the parents' group. FAST provides a seamless transition between 
Early Intervention and the public preschool for children, parents, and professionals. 
Implications for Children 
The design of this model includes the children's class, which provides a gradual 
transition from a home based model to the school. The toddlers continue their home 
services with the El professional while in the transition class. Individual therapy, 
coupled with the integrated therapies of the group, provides additional support for the 
children. In addition, the transition class teaches routines, social skills, and parental 
separation, which will ready the children for their transition to the preschool. The 
transition class is held in a preschool classroom so the children have familiarity with the 
classroom, the coat rack, bathroom, and some of the materials, which lessens the anxiety 
of moving to a new program. The children are in an integrated setting with typically 
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developing community children who will move through their school years with them. 
Classroom assistants also work in the preschool. This means children will already know 
some adults when they make their transition to preschool. 
School professionals have the opportunity to observe the children over time in a 
natural environment. The children meet the school professionals during their El class so 
they will not be strangers to them after the transition. The school professionals 
collaborate with the El professionals who run the class which helps the school 
professional develop a better understanding of the children than would be gleaned from 
just reading a report. The children benefit because the school professional has first hand 
knowledge of the children's needs before the transition meeting, so that at the meeting, 
the school professionals are able to recommend service delivery from their experience 
with the children. Since this model began, parents, Early Intervention and school 
professionals have cooperatively agreed upon the amount of therapy services. The 
children have made the transition between Early Intervention and the preschool with less 
stress according to the engagement behaviors noted during the observations between the 
two settings. Children have moved from one program to another smoothly. The 
children have experienced a seamless transition. 
Implication for Parents 
The design of this model provides the parents with a parent group which is 
conducted simultaneously with the children's transition class. In the group parents 
receive support from the family therapist as well as the other parents on family issues, 
behavior challenges, transition and other issues pertinent to them. Parents learn to be 
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advocates for their own children as parents that have made the transition return to 
recount their experiences. The parental support network is established at this group. 
Parents of typically developing children are included. Inclusive friendships begin and 
understanding about each other's needs are developed. 
Parents are introduced to the school culture and professionals months before the 
customary time. Parents first begin personal relationship building with the Early 
Childhood Specialist when their children enter the toddler class. Other school 
professionals meet the parents during their parent group meetings. School professionals 
explain their role to parents, clarify service delivery options, and encourage parents to 
ask questions. This experience helps to begin the dialogue between parents and the 
school professionals before the transition meeting. 
Parents value the role school professionals fulfill when observing their children 
while in the transition class. They are comforted at the transition meeting when they 
hear the school professionals talk about their children and realize that they really know 
them and their needs. This procedure helps to alleviate the fears that parents had earlier 
expressed so those parents now feel as if they are equal partners in the decision-making 
for their children. Even if the school's expectations are different from the parents, they 
feel it can be worked out because open dialogue and trust are established. 
Implications for the Professionals 
The design of this model has helped establish a working relationship between the 
El professionals and school professionals. Both groups share materials and therapy 
equipment, which helps to strengthen both programs. They feel comfortable exchanging 
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ideas and seeking information. Trust has developed between them. Since the inception 
of this model there have been no requests for more services than Early Intervention 
currently provides. School professionals appreciate the opportunity to observe their 
"future students". These observations allow the school professionals to learn about the 
children who will transition much earlier than usual. This element of the model provides 
ample time for the school professionals to plan for the children. El professionals confer 
with the school professionals after observations so that they are assured that the school 
professionals recognize the children's needs. They talk about the children's services that 
are necessary for continued progress. Parents appreciate these interactions and the 
support they bring from both groups for their children. 
School professionals also find that meeting the parents and beginning a 
relationship with them early is helpful. Their involvement in the parent group allows 
them to explain their role in the school and clarify the differences between Early 
Intervention and the school's service delivery. The school professionals are also able to 
address fears and concerns that the parents express. Their contact with parents before 
the transition helps make the transition meeting go smoother. 
Implications for Policy 
Federal legislative change needs to occur so that Early Intervention and the 
public school have the same eligibility criteria. This change would enable three-year- 
olds to continue in services for which they are eligible under Early Intervention, but are 
not covered in the public school. The continued care at this young age may preclude 
more significant needs later in their education. Intervention at these earlier ages will also 
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save thousands of dollars in remedial costs in the future for school districts and 
taxpayers. 
In addition, Early Intervention should not be bound by the third birthday. The 
use of the third birthday as an arbitrary date to make El services stop and the school 
start, leaves families dealing with a loss of relationship and change of setting and 
program all at the same time. Schools revolve on the September to June schedule, which 
for the school makes it difficult to integrate children who make the transition in the late 
winter or spring. A recently turned three-year-old in a class of threes turning four-year- 
olds presents challenges to the preschool teacher. If the transition class could follow the 
school calendar, the children would move from the transition class with their same age 
peers then continue moving each year together. Regardless of the transition age, El 
providers should be given a period of time to follow through with the children's 
transition. In that way, the parents could have the continued support of the family 
therapist, which is not available in the public school. The gradual withdrawal of Early 
Intervention from the family after the transition would decrease the changes at the third 
birthday. 
These findings suggest that Early Intervention needs new funding sources. The 
problem with staff turnover is primarily due to poor salaries. There is not enough federal 
funding to augment the insurance payments. In order to have consistency of service 
delivery in Early Intervention the matter of additional funding must be addressed. 
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Implications for Future Research 
This research answered the questions initially posed; however, it leaves other 
questions to be studied. Further investigation is needed into the effectiveness of this 
model in communities with working parents who would not be available to participate in 
the parent group. Additionally, the effectiveness of this model needs to be studied in 
cities where the population of children with special needs is larger and the population in 
general is more culturally diverse. 
It would be interesting to create a follow-up study that would explore the 
relationship between Early Intervention and school professionals after five years of 
participation in this model. Further study regarding the differences in anxiety of 
children with disabilities who have participated in the model as compared to those who 
have not participated would be helpful in determining children's placement needs. 
Finally, it would be interesting to study the attitude toward inclusion of parents and 
typically developing children in this model as compared to other parents and typically 
developing children at the end of first grade. 
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TIMELINE FOR CONDUCT OF THE STUDY 
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June 2001 - August 2001 
Bertozzi - Interview I 
Manning - Interview I 
Carr - Interview I 
Transcriptions 
Member Checks 
Observations in El 
of Bertozzi, Manning, Carr children- Session 2 & 6 
El Questionnaire I 
September 2001 - December 2001 
Adams - Interview I 
Orland - Interview I 
Victor - Interview I 
Observation El - Orland child Sessions 2 & 6 
Transcriptions 
Member Checks 
January 2002-April 2002 
Bertozzi- Interview II 
Manning - Interview II 
Carr- Interview II 
Observations in El -Sessions 2 & 6 Adams, Victor children 
Transcriptions 
Member Checks 
May 2002- August 2002 
Orland - Interview II 
Bertozzi- Interview III 
Manning - Interview HI 
Carr- Interview III 
Transcriptions 
Member Checks 
Observations in Preschool -Bertozzi, Manning, Carr children Sessions 2 & 6 
September 2002 - December 2002 
Orland - Interview 3 
Observations of Orland child - Preschool Sessions 2 & 6 
Victor - Interview 2 
Adams- Interview 2 
Transcriptions 
Member Checks 
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January 2003- February 2003 
Victor - Interview 3 
Adams - Interview 3 
Observations of Victor, Adams children- Preschool Sessions 2 & 6 
Transcriptions 
Member Checks 
El Questionnaire 2 
School Professionals Questionnaire 
Data Analysis and Triangulation 
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Consent to Participate Form 
My name is Janet Arndt. I am a doctoral student at the University of 
Massachusetts, Amherst. Thank you for being willing to participate in my research 
project entitled: A Seamless Transition from Early Intervention to the Public Preschool: 
A Longitudinal Study. The purpose of my qualitative study is to explore the transition 
process that occurs for children, parents, and professionals when they move from one 
agency to another in order to determine what constitutes a seamless process. The data 
collected will be used to educate those who work in this field and to ensure policies and 
procedures that promote a seamless transition. 
Multiple methods of data collection will be used. For children, I will observe 
them two times in the transition classroom and two times after they have made the 
transition into the preschool. I will videotape the sessions I observe only to cross check 
my observations. Parents will be asked to participate in three interviews lasting from 
one to one and one half-hours each. The interviews will be audiotaped for the sole 
purpose of data collection. The topics I will explore in the interviews include feelings 
surrounding transition for all family members, relationships with providers in Early 
Intervention, service delivery, and then relationships to the public preschool staff. 
Early Intervention and School Professionals will be asked to fill out questionnaires 
regarding the transition process from their perspectives. Professionals will also be asked 
to journal about their experiences and the children's during the transition times from one 
program to another. 
You are free to participate or not participate in this study without prejudice. 
* 
You have the right to withdraw from part or all of the study at any time. You are 
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welcome to read and review your contribution to the study after each transcription. I 
will protect your identity by giving you pseudonyms. You should understand, however, 
that I will quote directly from interviews or writings but will not use your name in any 
of the writings. If you prefer to have a portion of your transcript deleted from the study, 
please notify me before the final draft is written. 
By signing this form, you are acknowledging your voluntary participation for 
you and/or your child in this study. By signing this form, you are acknowledging that 
you have no financial claim on the data collected. Your consent also means that you 
understand the requests of your participation and your rights. 
Thank you. 
Researcher's Signature Date 
Participant's Printed Name Child's Name 
Participant’s Signature 
190 
APPENDIX C 
FIRST LETTER AND QUESTIONNAIRE FOR EARLY 
INTERVENTION PROFESSIONALS 
191 
First Letter and Questionnaire for Early Intervention Professionals 
Janet Arndt 
Doctoral Student 
UMASS Amherst 
Dear Early Intervention Professionals: 
I am working on my dissertation which is entitled: A Model to Promote a Seamless 
Transition from Early Intervention to the Public Preschool: A Longitudinal Study. As 
stated in the title I am attempting to determine what policies and procedures are needed 
to ensure a seamless transition for the children, families and professionals as they make 
the transition from Early Intervention to the public preschool. Consequently, I am 
soliciting your input on the transition process. Attached you will find a questionnaire. 
Please complete it and return it to me in the envelope provided. Please be as candid as 
possible. Signing the survey is optional. If you are willing to sign it, then I would be 
able to follow up with you if I had a question. Your names will not be used regardless, 
and only I will see your survey. Also please feel free to comment on any aspect of the 
transition process which I may have not addressed. Thank you in advance for your help. 
If you have any questions, please do not hesitate to contact me. 
Thank you very much. 
Janet Arndt 
Name___(optional) 
Role at El___ Education degree_ 
No. of years at El_ 
(Less than year, no of months)_ 
Full-time or part-time (if part-time, hrs. /wk)_ 
Towns where you provide services_ 
Approximately how many transitions have you been involved in each town that you 
serve? 
town & no. town & no. town & no. 
town & no. town & no. town & no. 
Please list the towns that use El assessments to write the IEP. (That is, they do not do 
their own assessments before the transition meeting.) 
When filling out the survey, you may make general comments that are the same for all 
towns, however, please be specific by town when transition processes differ. Remember 
that your survey is confidential and the towns will not be referred to by name. 
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Questionnaire for Early Intervention Professionals 
1. Please describe the formal and informal practices you use with children and parents 
to help them transition to the public school. 
2. From your perspective as a professional, describe the problems with transition from 
Early Intervention to the public school. 
3. Describe the concerns that parents express to you about the transition of their 
children from Early Intervention into the public preschool. 
4. Describe your impression and reaction to the transition meetings that you attend at 
the public school. Please include comments on the public preschool transition team's 
openness to your ideas, support of the parents, and overall ambiance of the meeting. 
5. Describe your impression of the explanation and development of the IEP. Please 
include comments on how your wishes and those of the parents were or were not 
incorporated into the plan and your reaction to the decisions made. 
6. Describe barriers you see in the transition process that keep children, parents, and 
you as a professional from experiencing a seamless transition from Early 
Intervention and the public preschool. 
7. Explain what policies, procedures, or activities you would like to have in place that 
would make the transitions between Early Intervention and the public preschool 
seamless for children, parents and professionals. (Do not think of cost when 
answering this question.) 
8. Describe anything else you think would be helpful to ensure a seamless transition 
from El to the public preschool. 
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APPENDIX D 
SECOND LETTER AND QUESTIONNAIRE TO EARLY 
INTERVENTION PROFESSIONALS WHO HELPED CHILDREN 
IN THE El CLASS TO TRANSITION TO THE PRESCHOOL 
Second Letter and Questionnaire to Early Intervention Professionals Who 
Helped Children in the El Class to Transition to the Preschool 
Janet Arndt 
Doctoral Student 
UMASS Amherst 
January 2003 
Dear Early Intervention Professionals: 
You are being given this second questionnaire because you have been involved in the 
transition of children from the El class. This questionnaire asks for your opinion about 
the transition. Please complete it and return it to me in the envelope provided. Please be 
as candid as possible. Signing the questionnaire is optional. If you were willing to sign 
it, then I would be able to follow up with you if I had a question. Your names will not 
be used regardless, and only I will see your survey. Also please feel free to comment 
on any aspect of the transition which I may have not addressed. Thank you in advance 
for your help. If you have any questions, please do not hesitate to contact me. 
Thank you so very much, 
Janet S. Arndt 
Name_(optional) 
Role at Early Intervention_ 
No. of years at Early Intervention_ 
Full-time or part-time (if part-time, hr./wk)_ 
No. of transitions of children in El class_ 
No. of transitions of children not in El class this year in this town 
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Questionnaire for El Professionals who Transition children to the Philliptown Preschool 
1. Describe the concerns that parents express to you about the transition of their 
children from Early Intervention into the Philliptown public preschool. 
2. Describe your impression and reaction to the transition meetings that you attend 
at the Philliptown public school. Please include comments on the public 
preschool transition team's openness to your ideas, support of the parents, and 
overall ambiance of the meeting. 
3. Describe your impression of the explanation and development of the IEP. Please 
include comments on how your wishes and those of the parents were or were not 
incorporated into the plan and your reaction to the decisions made. 
4. Describe barriers you see in the transition process that keep children, parents, 
and you as a professional from experiencing a seamless transition from Early 
Intervention and the Philliptown public preschool. 
5. Explain what policies, procedures, or activities you would like to have in place 
that would make the transitions between Early Intervention and the Philliptown 
public preschool seamless for children, parents and professionals. 
6. Describe anything else you think would be helpful to ensure a seamless 
transition from El to the public preschool. 
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Using the rating scale, please circle your answer to the following questions. 
/ 
7. I feel that I have a working relationship with the Philliptown preschool staff. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
8. I feel I have enough information about the Philliptown preschool program to 
discuss it comfortably with parents before they transition their children. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
9. Having the transition class in the public school has made a difference in the 
Ch766 transition meeting for parents. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
10. Having the transition class in the public school has made a difference in the 766 
transition meeting for me as a professional. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
11. Having the transition class in the public school has made a difference in the 
transition of the children to the preschool. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
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Letter to School Professional 
Janet Arndt 
Doctoral Student UMASS Amherst 
Amherst, MA 01002 
January 2003 
Dear School Professionals: 
You are being given this questionnaire because you have been involved in the transition 
of children from the El class. This questionnaire asks for your opinion about the 
transition. Please complete it and return it to me in the envelope provided. Please be as 
candid as possible. Signing the questionnaire is optional. If you were willing to sign it, 
then I would be able to follow up with you if I had a question. Your names will not be 
used regardless, and only I will see your survey. Also please feel free to comment on 
any aspect of the transition which I may have not addressed. Thank you in advance for 
your help. If you have any questions, please do not hesitate to contact me. 
Thank you so very much, 
Janet S. Arndt 
Name _(optional) 
Role in Preschool 
Education Level 
No. of Years in Preschool 
Full-time or part-time_ 
No. of children you work with who have been in El transition class 
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Questionnaire Philliptown Preschool professionals 
1. Describe experiences that parents express to you about the transition of their 
children from Early Intervention into the Philliptown public preschool. 
2. Please give your opinion about having the El transition group in the school. 
Comment about any involvement you have had with the group. 
3. Please comment on your experience talking with parents at the El parent 
group. 
4. Describe your impression and reaction to the transition meetings that you 
attend. Please describe your feelings about interactions with El and parents. 
Comment on request of services in El report, equity of participation by El, 
parents, school professionals, and overall ambiance of the meeting. 
5. Describe barriers you see in the transition process that keep children, 
parents, and you as a professional from experiencing a seamless transition 
from Early Intervention and the Philliptown public preschool. 
6. Describe your experience with parents who have transitioned to the 
preschool. Explain how they feel about the transition to preschool. Also 
mention any comments parents have made about their comfort or discomfort 
of leaving El and entering the preschool. 
7. Describe what you think would be helpful to ensure a seamless transition 
from El to the public preschool. 
8. Explain what policies, procedures, or activities you would like to have in 
place that would make the transitions between Early Intervention and the 
Georgetown public preschool seamless for children, parents and 
professionals. 
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Using the rating scale, please circle your answer to the following questions. 
9. I feel that I have a working relationship with the Early Intervention professionals. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
10.1 feel I have enough information about Early Intervention’s recommendations in 
order to discuss it comfortably with parents at the transition meeting. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
11. Having the transition class in the public school has made a difference in the Ch766 
transition meeting for parents. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
12. Having the transition class in the public school has made a difference in the 766 
transition meeting for me as a professional. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
13. Having the transition class in the public school has made a difference in the 
transition of the children to the preschool. 
Strongly agree Somewhat agree Unsure Somewhat disagree Strongly disagree 
Comments: 
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Observation Report Form 
Target child _ 
Date  
Early Intervention class_ Preschool class_ Observation #_ 
+ = Engaged behaviors - = Non-engaged behaviors 
Time Behaviors Comments 
05 
10 
15 
20 
25 
30 
35 
40 
45 
50 
55 
60 
Total engaged behaviors 
"N 
Total non-engaged behaviors_ 
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